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ABSTRACT
The primary purpose of this study was to determine the influence of level of
participation in services provided by the Student Support Services (SSS) Program on the
grade point average, retention, and the six-year graduation rate of first-time entering
freshmen who also entered the SSS program at a research extensive university in the
South. Participants in the study were one hundred, fifty-two (152) SSS students who
entered this university in the fall of 1996 and fall of 1997.
Tinto’s (1987) longitudinal model of institutional departure was used as the
conceptual framework for this study. Services provided by the SSS program were
examined to determine whether they were academic (formal) and social (informal) and if
student participation encouraged integration in the university, thus decreasing the rate of
departure among study participants.
A computerized recording form designed by the researcher was used to collect
data for this study. Those specific variables that were measured were selected based on
the review of related literature and the information that was obtainable from the
University’s undergraduate admission and student records data bases. Information from
the data bases was downloaded into a file and was systematically organized. All of the
information collected for this study, both personal and academic, was collected
unobtrusively from the data bases.
Findings indicate that peer mentoring, tutoring, counseling, and study skills
training were provided to participants in the study group, and that hours earned and hours
carried each semester significantly impacted student grade point averages. The
mentoring and study skills services provided by SSS, as well as cumulative hours earned
ix

and high school academic grade point averages, influenced student retention for the 5th
semester of enrollment. Both sixth and seventh semester retention was positively
affected by the cumulative number of hours students had earned prior to the semester
under investigation. Results of this study also indicated that those students who
successfully earned more credit hours each semester were more likely to continue
postsecondary education until they were graduated.
As a result of the findings of the study, the researcher recommends that
administrators and counselors of the SSS program carefully examine the high school
academic GPAs of students enrolled in the program to assist in identifying students who
are at greater risk of unsatisfactory academic performance. The researcher recommends
SSS staff work closely with participants to develop a degree plan which includes an
outline of the courses (hours carried) for which each student will enroll each semester.
Program administrators should also investigate the possibility of expanding the study
skills program beyond the first year for the potential beneficial effect on student
retention.
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CHAPTER 1
INTRODUCTION
An Overview of Student Support Services (SSS)
In 1965, the federal government began the Upward Bound Program with its
purpose being to end the cyclical nature of poverty in the United States through the
process of educating and preparing high school students for successful completion of
postsecondary education programs. The Program was created by the 1964 Economic
Opportunity Act, and by 1968, two additional programs (Student Support Services and
Talent Search) had been funded to assist with educating and preparing those who were
interested in receiving a postsecondary education certificate or degree. The three
programs became known as TRIO Programs (U. S. Department of Education, March
1999).
These programs continue to be referred to as TRIO, although there has been the
addition of the following programs: Math-Science Upward Bound, Veterans Upward
Bound, Educational Opportunity Center, Ronald E. McNair Post-Baccalaureate
Achievement, and Training Programs for Special Program Staff and Leadership
Personnel. The United States Department of Education provides initiatives designed to
offer federal funds to educational institutions and non-profit organizations that are
dedicated to supporting and encouraging the educational advancement of
underprivileged/underrepresented individuals, typically minority students, through the
aforementioned programs.
As a result of concern for the nation’s economy, the lawmakers have continued to
increase funding for TRIO programs so that the needs of additional students can be met.
1

2
TRIO programs, all governed by the regulations of the Higher Education Act of 1965,
have enjoyed increased funding throughout their history (Moore, Fasciano, Jacobson, &
Myers, 1997). Presently, they operate with a federal funding level of approximately $684
million per year.
According to the Code of Federal Regulations (1999a), students who participate
in Student Support Services must meet at least two of the following criteria: (1) they
must be economically disadvantaged, (2) be a potential first-generation college student,
and/or (3) have a disability which demonstrates need for program services. Student
Support Services is the second largest federal TRIO program in terms of funding. All of
the TRIO programs share the objective of helping disadvantaged students achieve in
academic settings. The Code of Federal Regulations (1999a) also states that there are
nine permissible services that may be provided by a Student Support Services Program.
These services include, but are not limited to, the following: (1) instruction in reading,
writing, study skills, mathematics, and other subjects necessary for success beyond
secondary school; (2) personal counseling; (3) academic advice and assistance with
course selection; (4) tutorial services, counseling, and peer counseling; (5) exposure to
cultural events and academic programs not usually available to disadvantaged students;
(6) activities designed to acquaint students participating in the project with the range of
career options available to them; (7) activities designed to assist students participating in
the project with securing admission and financial assistance for enrollment in graduate
and professional programs; (8) assisting students who are currently enrolled in two-year
institutions with securing admissions and financial assistance for enrollment in a fouryear college; (9) mentoring programs involving faculty and upper-class students, or a
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combination thereof; and (10) program activities described in 1-9 above as designed for
students of limited English proficiency. These services are provided to ensure
that students are given an opportunity to participate in activities that enhance their
likelihood for success in postsecondary education programs.
This study will examine the types of services that were provided to Student
Support Service (SSS) students who enrolled at a research extensive university in the
South prior to the 1998-1999 academic year, the level of participation of each student in
these services, and the impact that participation in each service had on student grade
point average (GPA), retention rate, and graduation rate.
Barriers Encountered by Potential Student Support Services Students
Students enrolled in Student Support Services (SSS) are often members of
minority groups (U. S. Department of Education, 1999b). Studies indicate that students
served by Student Support Services often need assistance with college preparation
because of the unique barriers they encounter in their pursuit of an education (Carriluo,
1994, Richardson, R. 1997). These students must often overcome the barriers of lowincome and lack of exposure to postsecondary education programs. The Student Support
Services program provides potential first-generation, low-income and/or students with a
disability with educational experiences and opportunities for academic support and social
involvement.
American universities are experiencing increased problems with the retention of
minority students. Research by Astin, Tasi, and Avalos (1996) based on 75,752 students
who entered 365 baccalaureate granting institutions in 1985, found that, after four years,
19.4% of blacks, 30.5% of Mexican Americans, and 22.9% of American Indians had
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earned degrees. The corresponding figures for Caucasians and Asian Americans were
42.7% and 50.2% respectively. As reported by the U. S. Department of Education
(1999b), a majority of students who participate in TRIO programs are classified as
minority students. In fact, 39% are Caucasian American, 36% are African American,
16% are Hispanic American, 5% are Native American, and 4% are Asian American.
Students usually enter Student Support Services as college freshmen. They
participate in weekly activities in which they receive tutoring, individual and group
counseling, and attend cultural/educational field trips. A recent national evaluation of
Student Support Services concluded that students in the program developed aspirations to
complete more schooling and take more courses than would likely have been the case had
they not entered the program. Students with lower academic expectations tended to
benefit most, and Hispanic students were found to benefit more than those in other
racial/ethnic groups (McGlynn, 2004; Chaney, Muraskin, Cahalan, & Rak, 1997).
Reasons Minority Students Drop Out
Throughout the past years, issues related to minority student retention and access
to institutions of higher education have received increased attention as the result of an
increasing minority student population in the United States. Research suggests a
correlation between the educational levels of citizens and the nation=s economy. Nations
with citizens who are more educated usually experience greater national economic gains
as these citizens are more capable to earn and contribute more to the wealth of the nation.
Government officials have become more concerned about increasing the college-going
rate of secondary students so as to boost America’s economic productivity (Breaux,
1997).
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In research published by Balz, Esten, and Melanie (1998, p. 333), the authors
assert the following:
The education of minority and low-income youth will be a key dimension
of the nation=s economic social future. The size and face of America=s
youth population is changing rapidly. As a result, access to higher
education for minority and low-income students is gaining more
importance and providing more challenges. Demographic studies show
that by 2010, four states B California, Florida, New York, and Texas B will
contain fully one-third of the nation=s youth population. Perhaps even
more significant, all four of these states will have Aminority@ youth
populations of more than 50%. Three additional states will have minority
youth populations of more than 40% (Hodgkinson, 1993). Nationwide,
nearly 35% of the youth population will be members of minority groups in
2010 (Bureau of the Census, 1995).
The varying attrition rates among minority students enrolled in higher education
in the United States have been described by several higher education researchers who
offer the following explanations for minority drop outs: (1) minority students are more
reluctant to incur debt to finance their education (Burd, 2005; Porter, 1990), (2) minority
students are less prepared academically to do well than non-minority students (Astin et
al., 1996), and (3) minority students may experience hostility on predominately white
campuses (Loo and Rolison, 1986).
As the United States attempts to prepare minority students for higher education
and as policy makers face the many challenges to ensure the success of these students,
analyses of the financial barrier that face these students are revealing. Research by
Gladieux (1996) indicates that many of the minority students who enter higher education
are the first members of their families to attend college. Gladieux asserts that lack of
funds is a major barrier for minority students enrolled in higher education. Lucas (1996)
describes this aspect of student enrollment in his text, Crisis in the Academy: Rethinking

6
Higher Education in America, as he discusses the changes that have taken place in higher
education institutions over the past several years. Lucas states that there are more
students working and attending higher education now than ever; and, the need to work as
a higher education student increases the likelihood that one will eventually drop out.
These changes in the student financial status indicate that a support system is needed that
will work to ensure minority students’success in higher education.
Various other factors play a critical role in student success in both high school and
college studies. It appears that students do not receive equal academic preparation for
postsecondary education while in elementary and secondary school. Jones & Watson
(1990) found instructional approaches used by teachers of students at risk of dropping out
of school are often different from the instructional approaches used for high school
students who are not considered at-risk of dropping out. As a result, students considered
at-risk often develop low self-esteem. Also, according to Mitchem (1997), an individual
from a family with an annual income under $22,000 has only an eight percent (8%)
chance of being graduated from college by the time he/she is 24, while an individual from
an upper-income family (over $67,000) has a seventy-nine percent (79%) chance of
earning a baccalaureate degree by this age. Students from lower socioeconomic status
(SES) groups exhibit higher rates of dropout than do students from higher SES groups
(Mangum, Baugher, Winch, & Varanelli, 2005; Balz, Esten, & Melanie, 1998).
Reasons for Student Support Services
Federal programs, such as Student Support Services, provide eligible students
with the additional support needed to complete postsecondary education programs.
Researchers with Westat (a group of program evaluators contracted by the U. S.
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Department of Education) report that as a result of the peer mentoring provided by the
program Student Support Services students are more likely to be retained in school than
are their non-participating peers (Chaney, et al., 1997). Chaney, et al. report that the
services provided by Student Support Services often result in improved student grades,
greater numbers of credit hours earned, and greater student retention in college.
Student Support Services programs are designed to provide academic, career, and
personal counseling based on what the individual student lacks. These counseling
services are important to student retention and success, specifically during the freshman
year. Carroll & Eagle (1988) state that the role of the counselor and scope of counseling
services during the freshman year are directly related to the retention of underprepared
students.
Most Student Support Services (SSS) students qualify for the TRIO program as a
result of financial need or low-income status. SSS staff work to disseminate financial aid
information and secure funding for those in need. Somers (1995) states that financial
assistance for postsecondary education provides an opportunity to remove the barrier of
access to postsecondary education. Henry, Rubenstein, and Bugler (2004) found that
there is a significant relationship between college completion and the receipt of financial
assistance. He asserts that student receipt of financial aid correlates very strongly with
student persistence to pursue and complete a postsecondary program. Lucas (1996)
stressed the impact that student economic conditions have on the pursuit and attainment
of a bachelor’s degree as college tuition in the United States has risen higher than the
nation’s annual inflation rate. SSS offers students information on the availability of
financial aid and helps them secure the required funding to pursue their educational goals.
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According to the U. S. Department of Labor, Bureau of Labor Statistics (1998,
Fall) with each successive degree earned, with the exception of the doctorate as compared
to professional levels, median annual earning increased. In 1997, annual median earnings
were $14,430 for those with a high school diploma, $27,470 for those with a bachelor’s
degree, and $47,970 for those with a doctoral degree. The increase in earnings from high
school diploma to a bachelor’s degree was over 90 percent. Low-income SSS
participants are given an opportunity to break the cycle of poverty by obtaining a higher
education degree and hence improving their lifetime earnings.
According to the Westat study (Chaney, et al., 1997), TRIO program staff and the
federal government measure project success by the number of students who enter and
complete a postsecondary education program. Researchers examining the success of
these programs often use the following variables to determine the success or effectiveness
of the SSS program by comparing TRIO participants to their TRIO eligible peers who are
not participants: (1) increased college retention and graduation rates for eligible students,
(2) increased transfer rates of eligible students from two-year to four-year institutions, (3)
and an improved institutional climate that is supportive of the success of low-income and
first-generation college students and individuals with disabilities.
In their 1998 research publication, Fulfilling Private Dreams, Serving Public
Priorities: An Analysis of TRIO Students= Success at Independent Colleges and
Universities, Balz, Esten, and Melanie present evidence that indicates TRIO students
generally perform better academically and are more satisfied with their degree program
while enrolled in college than are their non-TRIO eligible peers. (Non-TRIO eligible
peers are those students who are eligible to participate in TRIO programs but who do not
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receive program services.) This increased performance and satisfaction increase the
likelihood of student success in postsecondary education. Participants studied stated that
the counseling services they received in Student Support Services positively impacted
their academic careers. Also, the researchers discovered that TRIO students tended to
persist longer and attain their degrees more often when they were compared to their nonTRIO eligible peers. However, these variables were affected by the race and gender of
the participants. The researchers also reported that TRIO students were generally more
satisfied, than were their non-TRIO peers, with each of the following: course curricula,
work skills, intellectual growth, and counseling or job placement.
Statement of the Problem
The Student Support Services program has gained significant influence as
additional funds have been provided by the federal government to expand the number of
programs operating in the United States (U.S. Department of Education, 1999b).
However, a question remains as to whether the program is effective at accomplishing its
goal. To ensure continued student success while enrolled in postsecondary education
programs, Student Support Services staff of many universities are working to provide
students with academic and personal support needed to complete a postsecondary
education (U.S. Department of Education, 2001). Since the Student Support Services
program uses a substantial amount of funds at a time when school accountability and
performance are being closely examined by both local and federal officials, it is
imperative that the effectiveness of this program be examined.
Student Support Services program administrators at the research extensive
university of this study assert that these programs are designed to accomplish the mission
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of the University by providing academic and personal support to students from the
surrounding communities who are interested in the successful completion of a
postsecondary education (D. Hollier, personal communication, March 10, 2004). In order
to accomplish this goal, students attend tutoring sessions, personal and career counseling,
and participate in peer mentoring programs that are designed to increase their exposure
and self-confidence while assisting them with their degree programs.
The primary purpose of this study was to determine the influence of the level of
participation in services provided by the Student Support Services (SSS) Program on the
academic success and the six-year graduation rate of first-time entering freshmen who,
also, entered the SSS program at a research extensive university in the South.

These

students entered the university and SSS in the fall of 1996 and fall of 1997. The
effectiveness of the program should be evident, as participants who are more involved in
the program should have higher grade point averages and retention and graduation rates
than do those participants who are not actively involved in using program services.
Research Questions
The following research questions guided the study and constitute the tasks
engaged in:
•

What were the characteristics of entering freshmen who enrolled in the Student
Support Services (SSS) program at a research extensive university in the South during
the 1996 and 1997 fall semesters?
a) Age
b) Gender
c) Ethnicity

11
d) ACT scores
e) Academic high school grade point average (GPA)
f) Home parish
g) Whether they reside on or off campus
h) Academic college of enrollment
i) Hours attempted each semester
j) Hours earned each semesters
•

What was the level of participation in the services provided (e.g.: tutoring, study
skills, counseling, etc.) by the Student Support Services (SSS) Program at a research
extensive university in the South among first-time, entering freshmen who enrolled in
the SSS program during the 1996 and 1997 fall semesters?

•

What is the impact of the level of participation in selected SSS program services
among fall semester 1996 and 1997 first time, entering freshmen on academic success
as measured by both semester and cumulative grade-point averages at the end of each
semester of their enrollment in college when the factor of standardized test scores, as
measured by composite ACT score, is controlled?

•

What is the impact of the level of participation in selected SSS program services
among fall semester 1996 and 1997 first-time, entering freshmen on academic success
as measured by retention? Retention is defined as whether or not the student was
enrolled on the 14th class day of each semester of the six-year period from the date of
his/her first enrollment in the university. For the purpose of this study, students who
are graduated prior to the end of the six-year period will be counted as retained when
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the academic factor of standardized test scores as measured by composite ACT score
is controlled.
•

What is the impact of the level of participation in selected SSS program services,
among fall semester 1996 and 1997 first-time, entering freshmen on academic success
as measured by degree completion when the academic factor of standardized test
scores as measured by composite ACT score is controlled? Degree completion is
defined as whether or not the student was graduated with a baccalaureate degree
within a period of six years.

Significance of the Study
The Student Support Services (SSS) program is designed to assist students
enrolled in postsecondary education programs with their completion of a postsecondary
education. Research suggest a correlation between the educational levels of citizens and
the nation=s economy. Local, state, and national government officials are becoming more
concerned with increasing the college going rate of students. To date, the federal
government continues to increase funding to provide eligible students with an
opportunity to participate in Student Support Services. Student Support Services receives
funding via the United States Department of Education. TRIO programs operate with a
funding level of approximately $684 million per year, and the number of SSS programs
has reached more than 700 in the United States. The focus on providing increased
funding for SSS is accompanied by an increased emphasis on student achievement and
success in postsecondary education programs; recipients of SSS funding are being held
more accountable for participants’ achievement.
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This study represents an opportunity to examine the effectiveness of the SSS
program in terms of the academic achievement and postsecondary completion rate of the
SSS participants enrolled at a research extensive university. This university has a well
established Student Support Services program that has been operating since 1978 with
continued increased funding; however, no one has completed a study that examines the
impact the program has on students’ graduation rates, retention rates, and cumulative
grade point averages. As university administrators continue to seek increased funding
and the government expands funding to meet student needs, legislators want to know the
effectiveness of programs at accomplishing their goal. They want students, who enroll at
the university and participate in programs, to complete a postsecondary education
program. This study will provide findings that can be useful to university administrators
and program directors by demonstrating the degree of accomplishments of students who
may not have completed college without the additional support and guidance provided by
Student Support Services. Findings of this research study may, also, be used to improve
what is currently being done to assist postsecondary students with the completion of a
postsecondary education program at the SSS program’s host institution.
Limitations of the Study
Generalizations from this study to other groups or populations are limited because
the population of the study is limited to students at this research extensive university and
students who participate in the Student Support Services program at the same university.
This population is not characteristic of all the racial/ethnic and age groups on campuses at
other universities, or other programs that support students at this research extensive
university or elsewhere.
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Definitions of Terms
•

At Risk was defined by level of income, first generation college student, and minority
or disabled student.

•

A Low-Income Family is a family whose income did not exceed 150% of the poverty
level established by the United States Department of Census.

•

A Potential First Generation College Student refers to a student who is from a family
where neither parent received a 4 year degree or bachelor’s degree.

•

A student with a disability is one who has been identified as such by the University
Office of Disability Services.

•

SSS students are those students who meet at least two of the three qualifications for
participation in the program and who are enrolled as freshmen at the host institution.

•

Academic performance is determined by using the student’s cumulative grade point
average (the scale is 0 to 4.0), using all credit hours and grade points earned except
for remedial courses, placement hours, and courses that are graded Pass/Fail.

•

Cumulative Grade Point Average uses credit hours from the initial date of entry to
last semester of grades.

•

Dropout refers to students who leave the university prior to completing a degree
program.

•

Persistence is full-time enrollment for at least three consecutive academic terms.

•

Postsecondary Education refers to a program of study in which a student enrolls, after
completion of high school, in order to receive training in a specified area designed to
provide a student with a diploma, certificate, or license upon completion.
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•

Doctoral/Research Extensive Universities is a classification used by the Carnegie
Foundation for the Advancement of Teaching that recognizes the university as having
a full range of baccalaureate programs and being committed to graduate education
through the doctorate. A Doctoral/Research Extensive university offers 50 or more
doctorates each year across at least 15 disciplines.

•

Retention is defined by a student’s successful continuation from one semester to the
next.

•

Success/Achievement is defined by a Student Support Services participant enrolling
in and completing a postsecondary education program.

•

Effective means that a Student Support Services program has accomplished its goal of
impacting student success in college by assisting them academically and socially with
the completion of a postsecondary education.

•

Effectiveness is the degree to which a Student Support Services program has
increased the retention rate, grade point averages (GPAs), and graduation rate of
students enrolled in the program.

•

Academic integration is defined as a combination of student participation in tutoring
sessions, study skills classes, and academic counseling sessions.

•

Social integration is defined as a combination of participation in peer mentoring and
personal counseling sessions.

CHAPTER 2
REVIEW OF THE LITERATURE
The Student Support Services Program (SSS) is designed to assist postsecondary
students, who are from economically disadvantaged families where many parents do not
have a college degree and/or students with a disability, with the completion of
postsecondary education programs. These students are typically described as >at risk’
students. This review of the literature: (1) establishes a conceptual framework for the
study using Tinto’s Longitudinal Model of Institutional Departure (1987), (2) describes
the history of remediation programs in the United States, (3) defines “>at-risk”, (4)
describes the role of Student Support Services on the higher education campuses in
reference to the changing atmosphere of higher education in the United States, and (5)
discusses philosophical influences on higher education. In particular, this review of the
literature provides accounts of research that support this study and examines the literature
as it relates to services provided by the SSS program.
Tinto’s Longitudinal Model of Institutional Departure
Student persistence has become a major concern in higher education over the past
twenty years; researchers have examined student retention or persistence in a variety of
institutional settings (Tinto, 1998). As a result, many university administrators rely on
study results to justify policy decisions that promote student persistence (Seidman, 2005).
One major conclusion of research related to student retention is that students are
persistent when they are involved. Pascarella, Terenzini, and Wolfe (1986) found that
student participation in freshmen orientation programs had a significant direct effect on
social integration and institutional commitment. Students who are both academically
16
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and socially involved, those that connect with other students and faculty are more likely
to persist (Astin, 1984; Mallette & Cabrera, 1991). Tinto and Goodsell-Love (1993)
examined the impact of university collaborative programs on student retention, and they
found that students who participated in study groups or clusters that allowed them an
opportunity to discuss particular academic themes or issues persisted at a higher rate than
did non-participating peers. And, as asserted by Rendon (1994) when students see their
interaction with others as positive, feel integrated into the university, and feel like they
are valuable members of the institution, they are more likely to persist.
The involvement of students, academically and socially, in the higher education
setting matters differently for different educational settings (Peel & Shortland, 2004;
Braxton, Vesper, & Hossler, 1995), and as a result, students are influenced differently
(Pascarella, Smart, & Ethington, 1986). Braxton, Sullivan, and Johnson (1997) found
that academic and social integration are more important to persistence in the four-year
institution than in two-year institutions.
Integration into the college setting can occur both inside and/or outside the
classroom. Attinas (1989) and Rendon (1994) found that integration or “validation”
outside the classroom is especially important to some students. However, Tinto, Russo,
and Kaddel (1994) found that while integration outside the classroom is important,
involvement in the classroom actually promotes or encourages involvement beyond the
classroom. Thomas (2000) found that academic integration had a direct impact on
student intentions to persist when compared to social integration, and that academic
integration positively impacts student persistence. Thomas (2000) also found that student
acquaintances outside the classroom setting can have a positive impact on persistence.
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Students attending colleges are involved in experiences within and beyond the
classroom which impact their persistence.
In 1975, Dr. Vincent Tinto developed a Longitudinal Model of Student Departure
from Institutions of Higher Education (see Figure 1). This model is an interactive model
of student departure which describes and explains the longitudinal process by which
individuals come to leave institutions of higher education. As described by Tinto (1987),
departure from the university is a longitudinal process that occurs as a result of an
individual’s interactions within the institution which cause one to disassociate or
withdraw from the university. Tinto asserts that an individual’s potential and background
(attributes, skills, financial resources, prior educational experiences, and dispositions
combined with involvement with members of the academic and social system of the
institution) all influence student retention in higher education. Tinto’s Model explains
how a student is constantly modifying intentions and integrating into the social (personal)
and intellectual (academic) environment of the university; the model also allows for both
internal and external communities (influences) that impact and possibly alter a student’s
intentions and institutional commitment during the process of degree completion.
External communities that impact student intentions while in higher education include
employment outside the university, family, community, and more. Internal communities
are those that include the formal (academic) and informal (social) systems of the
institution. Tinto (1988, 1993) refers to the past studies on student departure to explain
why students leave the university. He refers to the work of Van Gennep as well as
Durkheim’s Theory of Suicide to explain the departure process.
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Van Gennep (1960) in his study, The Rites of Passage, argued that the process of
establishing relationships at the university is marked by three distinct stages, and that
each stage has its own specialized ceremonies and rituals. Van Gennep (1960) said that
these phases or stages are known as the stages of separation, transition, and incorporation.
Van Gennep believed that the rites of passage could be applied to various situations in
which a person is moving from one group or person to another. Tinto (1988, 1993) refers
to Van Gennep’s study to explain the process students go through as they transition to
university life. Tinto (1988, 1993) states that students often leave their communities
(separate) to enter unfamiliar environments (transition) where they sometimes feel
isolated. In addition, he asserts that their degree of departure depends on their
incorporation into the university environment. Tinto (1988, 1993) also refers to
Durkheim’s (1951) theory of suicide and relates it to student persistence. Durkheim
asserted that egotistical suicide occurs when one is not able to establish membership or
integrate within a community. Durkheim stressed the importance of intellectual and
social integration into the community to prevent suicide. Tinto (1988, 1993) refers to
Durkheim’s theory to stress the importance of students being provided opportunities for
integration into the university setting in order to increase student persistence.
This study attempts to arrive at a better understanding of the dynamics of the
relationship between participation in Student Support Services and completion of a
postsecondary education degree program at a research extensive university in the south.
This study examines student involvement in SSS services and how they impact student
integration and persistence. Figure 2 provides a hypothetical model of this study. It is
conceptualized using Tinto’s (1975) model of student departure from the university.
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Tinto’s model assumes that students enter the university with goals and commitment
that are determined on the basis of their skills, prior schooling, and family background.
However, once inside the university, the key determinants of students’ goals are their
formal and informal interactions with both the academic system (e.g., the grades they
achieve, their interactions with faculty) and the social system (e.g., extracurricular
activities peer group interactions). Thus students’ academic and social integration
influences the level of their satisfaction with the university and their decisions to remain
in school or to depart (Weidong, Lee, & Solomon, 2005; Tinto, 1987; Pascarella, Smart,
& Ethington, 1986). Therefore, this study will examine the types of academic and social
integration influences offered to students enrolled in the SSS program at a research
extensive university in the south. The components of Tinto’s model which relate to
academic and social integration are investigated in this study. Students’ level of
participation in selected academic and social activities will be examined and a conclusion
will be drawn regarding the impact of these services on student grade point averages,
retention, and graduation rates.
SSS Services at a Research Extensive University
The Student Support Services program (SSS) is designed to provide students with
a variety of services aimed at establishing a network of support for participants that will
ensure student academic success and completion of degree programs (D. Hollier,
personal communication, March 10, 2004). Services provided by the SSS program at this
research extensive university are both academic (formal) and social (informal) as
described by Tinto (1987). Services provided by the SSS program under investigation
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include peer mentoring, tutoring, counseling, and study skills training. The following is
a review of the literature describing the possible impact of each service provided by the
program:
Peer Mentoring
The phenomenon of mentoring surfaced in the 1970s although the term “mentor”
originated with Homer’s character, Mentor, counselor and teacher to Odysseys’ son
(Wright, 1992). Higher Education researchers have discovered that college students
participating in formal mentoring relationships reported an increased satisfaction with
college services and in academic persistence, resulting in an overall increase in student
retention (Ast & Field, 2005; Clark, 1995; Campbell & Campbell, 1997). In their review
of the formal mentoring literature, Morzinski and Fisher (1996) concluded that
researchers must explore what causes mentoring outcomes as well as merely recording
the benefits and pitfalls of such relationships.
Establishing mentoring relationships with participants is a focus of Student
Support Services programs. Program staff encourage the development of relationships
through interaction with faculty, staff, peers, and others. In fact, students are assigned a
peer mentor during their first semester of enrollment at the university. Wallace, Abel, &
Ropers-Huilman (2000) found that these relationships proved effective at encouraging
and retaining students enrolled in TRIO programs at Southeastern Louisiana University.
Douglas (1998) further stressed the importance of Student Support Services on campuses
because of the support initiatives offered to minority students involved in the program.
The mentoring relationships that are established within the SSS program being studied
and whether they are effective at retaining students throughout their postsecondary
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education studies will be examined. To date, an examination of this informal (social)
service by one not involved in the program has not been conducted
Tutoring
Academic tutoring is one way that at-risk students can obtain assistance to
improve their academic functioning. Researchers have shown that tutoring programs
improve academic success by helping students with actual class assignments and teaching
various strategies that students can generalize to other academic problems (Kane, Beals,
Valeau, & Johnson, 2004; Hock, Pulvers, Deshler, & Schumaker, 2001). The concept of
academic tutoring has been applied to all ages, ranging from elementary school to
postbaccalaureate education. In most instances, students who attended frequent sessions
of tutoring experienced positive outcomes. Wasik and Slavin (1990) reported the results
of a tutoring program that had positive effects on student reading programs. They found
that one-to-one tutoring had positive effects on students’ reading achievement. In a
related study, Dennison (2000) implemented a program in which upper class students
tutoring and mentored lower class students, effects were positive. Tutoring was available
to SSS participants in the study as needed. This study will examine the effect this formal
(academic) service had on student grade point averages, retention, and graduation rates.
Counseling
Boylan, Bliss, and Bonham (1997) completed research related to student
persistence in secondary education; they found that at-risk students who are successfully
graduated most often have advising and counseling services available to provide needed
support. Their findings support the need for these services to be provided as an “add-on”
to what occurs in the typical academic setting. Kulik, Kulik, and Shwalb (1983) found
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that when additional services, such as counseling, are provided, student academic
success This study will examine the effectiveness of the Student Support Services
program, an “add on” program, at increasing the success of at-risk students by providing
these students with this informal (counseling) service.
Study Skills Training
Traditionalists see student failure as, ultimately, the students’ fault. These
students, they claim, arrive at university unprepared, lacking the skills or motivation or
work habits necessary for success at the university. Their solution is to provide students
with the pretraining that equips low aptitude students with the prerequisite knowledge
and skills they need to benefit from meaningful instruction (Mayer, 1987). In the
technical/traditionalist approach, students are shown a variety of generalized study skills;
however, critics believe such remediation is relatively ineffective (Gibbs, 1981; Davis &
Clery, 1994). Gamache (2002) asserted that students need to develop their own
epistemological views that enable them to see themselves as creators of ‘personal
knowledge’ rather than as containers waiting to be ‘filled’. Students involved in this
study were required to enroll in a Study Skills course during their freshmen year which
was designed to assist them with obtaining the necessary study skills needed for
academic success. This study will examine the impact that this formal (academic)
service had on student grade point averages, retention, and graduation rates.
Philosophy of Student Support Services
Student Support Services staff attempt to reconstruct the lives of participants by
attempting to break the cyclical nature of poverty and lack of education found within the
target population. Reconstructionism supports the belief in diversity and access in higher

26
education for all students regardless of age, gender, race or socioeconomic background.
As described by Ernest Boyer, President of Carnegie Foundation for the Advancement of
Teaching (1990), acceptance of this diversity Abrings with it important new obligations@
(p. 76). Boyer asserts that this increased awareness requires faculty and administrators
to extend their obligations beyond the traditional classroom.
The Traditional Model versus the Reconstructionist or Reformist Model of
education is a battle that emerges by individuals from two distinct schools of thought.
Supporters of the Traditional Model have encouraged a focus on the study of literature
and languages (Lucas, 1996); this model has significantly influenced education since the
early 1700s.

Traditionalist educators believe that schools have to be selective in their

choice of students in order to maintain higher standards and that the students must accept
responsibility for their success or failure at a university.
Reconstructionists advocate an approach to learning which assumes that students
come to campus with ideas, beliefs, and opinions that need to be altered or modified. The
role of the teacher is to facilitate this alteration in thinking by devising tasks and
questions that challenge student thinking. These tasks and questions often involve the
use of dilemmas which challenge students’ ‘old’ ways of thinking (Richarson, V. 1997).
Student Support Services staff provide students with academic support (tutoring,
counseling, and scheduling preferences) as well as personal counseling designed to
encourage them to reconstruct their lives. Student Support Services staff attempt to
reconstruct students’ lives by providing them with exposure to the required study skills
techniques, cultural events, and field trips that encourage student success in
postsecondary education programs.
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Trends in Undergraduate Education
Before one can understand the role of Student Support Services (SSS) programs
in undergraduate education, an assessment of the current trends in undergraduate
education must occur. Student Support Services (SSS) is designed to assist students with
the successful completion of postsecondary education. These students are usually
identified as those who are “educationally disadvantaged”, lacking the home and
community resources to complete an undergraduate program (Wolanin, 1997). However,
recent trends in undergraduate education indicate a shift away from providing students
with an education which focuses on student learning and success. Large comprehensive
research universities establish their reputations as research universities as the result of
grants, publications, and graduate programs (Ross, Barfield, Campbell, Capalidi, &
Lambardi, 1995). However, few people outside of academia understand and are
concerned with this narrow goal of the university establishing a reputation as a research
university. Parents, students, legislators, and employers are more focused on effective
teaching and preparation for successful employment. These groups are not impressed by
famous graduates or endowed chairs funded by wealthy alumni (Mortimer & Edwards,
1990). Mortimer and Edwards agree that higher education has lost its focus as it relates
to providing a quality education.
Astin (1993) states that the average talented and promising students are most
often not famous or wealthy; focusing on merit scholar students, star faculty, and famous
and wealthy alumni excludes a very promising group of students. Lucas (1996) asserts
that many research universities promote tenure and faculty securing lifetime employment.
He states that this decreases the opportunity or likelihood of research universities
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providing quality teaching and education because of the lack of time, due to increased
research and publication demands on faculty, to focus on providing quality, teaching
experiences
As a result of these criticisms of higher education (Moore, 2004; Astin, 1993;
Lucas 1996), many universities are examining how much effective teaching and learning
are occurring in higher education; and universities are seeking federal funds for programs
such as Student Support Services to encourage student success. In 1987, administrators
of research universities were urged by a special commission to assess educational gains at
their colleges and universities (Krueger, Heisserer, & Margarita, 1987). Also, the
National Association of Governors encouraged the use of outcome measures in the
process of accreditation (Halpern, 1987). The use of outcome measures to assess student
learning and effective teaching was also encouraged by Halpern. Establishing a baseline
is vital to determining growth; and, outcome measures allow school personnel to
establish a baseline from which they can determine growth. Student knowledge is
assessed upon entrance to the university; assessment is repeated again at graduation to
determine how much knowledge has been acquired over time. Halpern urges university
administrators to use outcome assessments to determine the effectiveness of both
remedial and developmental programs. The present study will use outcome assessments
to determine student academic growth and persistence. The grade point averages,
retention and graduation rates of SSS participants will be examined so that differences in
outcomes can be determined and compared.
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Trends in Developmental Education
A goal of the Student Support Services (SSS) program has been to encourage the
continued enrollment of students throughout undergraduate education. Student Support
Services (SSS) students are often provisionally admitted to undergraduate education
because of low ACT/SAT scores, and they are required to enroll in courses that will
encourage their continued enrollment. Many universities provide remedial and
developmental education courses to increase student retention; however, assessment
measures designed to determine the effectiveness of remedial and developmental
education programs are often inadequate at colleges and universities in the United States
(Abraham, 1992). University educators and administrators commonly, but inaccurately,
assume that students drop out of classes because of academic failure; however, the
reasons students drop out are often complex (Evangelauf, 1990).
Students sometime drop out of college because they are dissatisfied with the
entire higher education experience. Faculty often do not have time to investigate reasons
for students dropping out because of increased requirements to conduct research and
publish. In 1992, Abraham found that many universities do not focus on reporting
retention rates for developmental education programs. In fact, most four-year colleges
have not accepted or defined remedial education as part of their missions. However,
evaluations and assessments are vital to determining whether special programs retain and
graduate students in a reasonable amount of time. The present study seeks to address this
oversight.
In 1997, the Louisiana Board of Regents, the governing board of higher education
in Louisiana, announced that it would use specific indicators to evaluate colleges and
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universities that seek accreditation of programs; thus, college funding is directly
connected to performance. Astin (1987) encouraged colleges to develop and promote
student potential by connecting assessment of educational gains to their overall mission.
Astin argues that promoting and encouraging student learning should be the mission of
higher education; however, he states that many colleges and universities are more
concerned with being boastful of the competitive rankings published in guidebooks.
Astin asserts that universities need to be concerned with value-added assessment to
develop student potential. This study seeks to examine how a program designed to
provide student centered learning impacts student success.
Ewell (1987) and Peters (1994) are not in favor of assessment being connected to
accountability in higher education; in fact, they feel that it will encourage micro
management and too much government control of higher education. Ewell (1987) does
not favor the current push for increased accountability; he states that many states are not
providing clear indicators of how improvement can be demonstrated. Ewell says that
because indicators are not clear, data cannot be easily interpreted. Ewell points out that
some universities do not respond favorably to making changes relative to how they do
business. Peters (1994) asserts that assessment used for accountability creates a
“regulatory climate” over the university environment that discourages faculty and student
excitement for learning.
Funding for the Student Support Services (SSS) program is provided by the
federal government, and the program is administered within federal guidelines. This
study will assume accountability to be a good thing; however, it will examine whether
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the strategies employed within this regulatory climate are effective at encouraging
increased student learning and completion of college.
Defining “At-Risk” Students
Student Support Services students are typically described as being “at risk”;
however, at-risk students have been described in a number of ways, and these definitions
usually include terms that relate to pupils’ personal and familial characteristics. As
described by Astin, et al.(1996), being a member of a racial or ethnic minority, or low
socioeconomic status, from a single parent family and/or a low educational attainment
family places one in the category of at risk. Research also suggests that it is difficult to
view each of these factors in isolation or to establish a causal relationship between any of
these factors. Factors cannot be easily isolated, i.e., minorities are more likely to be poor;
women who are heads of households often earn less money than male heads of
households; and so on (Gladieux, 1996). Most SSS participants are considered “at risk”
because they are from low-income families, ethnic minority groups, and families with
low-educational attainment.
At least sixty-six percent of Student Support Services students come from what is
considered disadvantaged backgrounds. According to Christoffel (1986), disadvantaged
backgrounds limit students’ readiness for school activities in both quantitative and
qualitative ways. Christoffel describes those qualitative limitations as being associated
with the poverty factor. Compared to more advantaged age peers, disadvantaged students
typically have less access to books and educational games and toys in the home and less
exposure to out-of-home educational experiences such as vacation travel or trips to zoos
or museums. Christoffel asserts that teachers need not assume readiness to learn based
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on student background knowledge. Teachers may build readiness for lessons by
supplying background knowledge using actual objects or audiovisual aids to help make
input concrete for the students. Christoffel further states that these types of students face
qualitative limitations in their development of cognitive and metacognitive tools for
processing and making sense of their experiences, transforming and storing information,
and accessing and applying it in relevant future situations. She believes that
disadvantaged students lack cognitive and linguistic capacities as a result of a lack of
exposure to particular kinds of modeling and experiences. This study will attempt to
determine the impact that providing students with opportunities to participate in cultural
and educational experiences has relative to the successful completion of postecondary
education programs in a large, southern university.
Student Support Services students are typically first-generation college students
whose parents do not have a college degree and who lack the necessary self-esteem to
receive a higher education degree. This low self-concept that is sometimes learned by
children from parents who display similar characteristics can also contribute to students
being at-risk of dropping or stopping out of school (Warner & Craycraft, 1990). Students
with low self-concept often feel inadequate and uncomfortable in the learning
environment. As a result, they may lack social problem solving skills, thus, they may
react with fight or flight responses. This study will examine the impact that counseling
services provided to SSS participants has on student grade point averages and retention.
It is often believed that Student Support Services students are considered at-risk
of dropping out and are in need of assistance with the completion of postsecondary
education because of the unique barrier they encounter in their pursuit of an education.
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According to Ottinger (1991), college persisters are more likely to come from families
whose parents are more educated. With two-thirds of the Student Support Services
population being both potential first-generation college students from low-income
families and/or disabled, it is obvious that the program must be designed to meet the
needs of at-risk students if it is to be successful.
Elementary and Secondary Education Examined
TRIO eligible students are those who are often described as coming from
disadvantaged backgrounds. As described by Allington (1991), disadvantaged children,
or the children of poverty, are at risk in our nation=s schools. These are the children who
travel predictable avenues, and who are most likely to experience school failure. This
school failure, more often than not, involves literacy learning difficulties. The question
of what is being done to assist these disadvantaged students in our elementary and
secondary schools regarding literacy training is receiving increased attention by both
politicians and educators (Allington, 1991).
A national study by the United States Department of Education National Center
for Educational Statistics (2001) focused on the academic success of first-generation
college students who enrolled in postsecondary education at four-year institutions.
Academic success was defined as persistence in postsecondary programs through
completion. Student preparation for college upon completion of high school was also
examined. The population of the study was 6,800 college students, nationwide, who
were part of a longitudinal study conducted by the Department of Education. Firstgeneration college students, those whose parents had no education beyond high school,
were compared to students whose parents attended college. Results of the study indicate
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that the academic intensity of students while in high school strongly impacts students’
college grade point average (GPA), the amount of remedial coursework they take, and
their rate of persistence in postsecondary education programs. Those students who had
participated in rigorous academic preparation while in high school had higher grade point
averages than their peers who did not receive the same preparation. Preparation for
postsecondary education while in high school was also related to student enrollment in
postsecondary education. In general, the more academically intense the high school
curriculum, the more likely it was that students would persist or attain a degree at the
postsecondary institutions where they enrolled.
As asserted by Allington (1991), there are several paradoxes with the issue of
length of instructional time periods. First, there is the fixed-length school day and year.
Allington=s question is related to the fact that if all students attend school for the same
amount of time, how do teachers and administrators find more minutes for those students
who need additional academic assistance? This study will examine the impact that a
postsecondary education program, Student Support Services, has on students who often
enter college with a limited educational background and are at risk of dropping out.
K-12 students, in the United States, are completing high school unprepared to
enter the workforce or continuing education. This lack of preparation is a result of their
inability to read proficiently (Kondracke, 1997). Kondracke describes startling rates of
65-70% reading inefficiency in 4th, 8th, and 12th graders. He states that 80% of 12th
graders are below standard in mathematics. Weiser (1997) supports these finding by
explaining how reading proficiency levels in the United States are dropping while student
drug use and classroom discipline problems are rising. The present study will determine
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what is being done by a doctoral/research extensive university in the south to break the
cycle of poverty and low educational attainment that is present in the lives of participants
in the SSS program.
Academic Factors Affecting Student Success
Tinto (1987) describes, using his longitudinal model of student departure, the
importance of students integrating into the university. Tinto asserts that there are two
types of integration within the university, social (informal) and academic (formal).
Using his model, he stresses how students’ academic (formal) integration will often lead
to their social (informal) integration which will decrease the possibility of departure from
the university. The academic variables of investigation included in this study were
selected as a result of recent literature which indicates that college entrance examination
results, high school academic grade point averages, and hours attempted and earned
significantly impact student success and retention in higher education. Related literature
for each of the above variables follows:
College Entrance Examinations
As a result of increased accountability due to performance based funding,
administrators of many higher education institutions have raised entrance examination
requirements in an attempt to attract students who appear better prepared for college and
who are more likely to complete degree programs (Schmidt, 1999). Bontekoe (1992)
found that college grade point average or academic success could be reasonably predicted
from the ACT composite score. Additionally, Brooks and DuBois (1995) found that
there was a strong relationship between ACT scores of entering first-year students and
their ability to adjust successfully to college. Study results indicate that students with
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high ACT scores are more likely to complete college programs. This study will
examine the academic performance of students considered at risk at a research extensive
university. Academic performance will be indicated by student grade point averages,
retention and graduation rates.
High School Academic Grade Point Average
Bean and Metzer (1985) developed a conceptual model of student retention which
states that a students’ decision to dropout of higher education is based on several
variables. However, one primary variable or factor related to dropout is the students’
background or lack of preparation for college, primarily high school performance or
grade point average. Hagredorn, Maxwell, and Hampton (2002) also found that poor
high school grade point averages were predictors of student attrition. A study by Gaither
(2003) examined grade point average as a predictor of first semester academic success at
a public two-year community college. One hundred seventy-five first semester freshmen
who were enrolled in a student development orientation course were randomly selected to
participate in the study. Results of the study indicate that there is a relationship between
high school grade point average and college grade point average
This study will examine the grade point averages, or performance, of students
who are enrolled in the SSS program to determine if the interventions provided by the
program, i.e., tutoring services, personal and career counseling, are effective at improving
the grade point averages and retention of students who enter postsecondary education
poor grade point averages.
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Hours Carried and Hours Earned
A study by Chaney et. al. (1997) of 2,900 TRIO students involved in Student
Support Services at university’s throughout the nation indicated that students who
participate in SSS earn about two additional credits during their freshman and sophomore
years than those who did not participate. The study followed 2,900 program participants
and the same number of non-participants over a three year period. Zhao (1999)
examined the factors affecting academic performance and outcomes of 1,249
academically underprepared students who entered college. Results indicate that students
who attempt and earn credit hours successfully each semester are more likely to persist
and complete degree programs.

This study will examine the number of hours carried

and earned by students throughout the six years to determine student academic progress
as it relates to graduation rates.
Non-Academic Factors Affecting Student Success
Tinto (1987) stressed the influence of factors both outside and inside the
university on student success. He described the possible influence of these factors in his
longitudinal model of institutional departure. Non-Academic variables of investigation
included in this study were selected as a result of recent literature which indicates that
housing, ethnicity, age, and gender significantly impact student success and retention in
higher education. Related literature for each of the above variables follows:
Housing/Home Parish
Empirical evidence such as Tinto’s (1975, 1993) and Astin’s (1975, 1984)
research on college persistence has demonstrated that colleges with a perceived higher
degree of community have higher rates of persistence among students seeking degrees.
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Tinto (1993) argues that there is a link between integration in a college community and
persistence in college. A study by Magolda and Abowitz( 1997) suggest that student
communities are often established through dormitory experiences where students are
provided an opportunity to develop a sense of belonging. This study will examine the
number of SSS students who lived on campus during their freshmen year. The Home
Parish of participants will also be examined to determine the relationship between the
number of students living on campus as freshmen and their required distance of travel to
and from the university.
Ethnicity
Ethnicity has been found to be related to student persistence in several studies.
Mohammadi (1994) and Zhao (1999) found that black students were more likely to
dropout of postsecondary education programs. Research by Wortman and Napoli (1996
suggest that there is a significant relationship between ethnicity and dropout. A large
percentage of Student Support Services (SSS) students are African Americans (Mitchem,
1997). Researchers (Astin, 1975, 1982; Christoffel, 1986; Gaither, 2000) have identified
critical junctures where significantly disproportionate numbers of students of color are
misplaced in the educational process between completing high school and completing
college, graduate, or professional school. Those junctures are between high school and
college, between two-year college and completing four-year college, between graduating
from undergraduate college and entering graduate or professional school and graduation,
and before obtaining an advanced degree. At each of these critical junctures, significant
numbers of students of color, namely African American students, disappear from the
educational system. Student Support Service staff seek to assist students with making the
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transition to a postsecondary education. The ethnicity of students involved in this study
will be examined to determine if a relationship between ethnicity and student persistence.
Age
Research has determined that age can be a predictor of attrition by itself and in
combination with other variables (Greer 1980; Lanni, 1997). In fact several studies have
found that older students are more likely to dropout than are younger students (BrooksLenoard, 1991; Windham, 1995). The ages of students in the study group will be
explored to determine if a relationship exist between student ages and postsecondary
persistence.
Gender
Studies undertaken in the past decade have found that women students often
experience acute conflict between their domestic and student roles and many fell they
have to hide evidence of their study when they are at home to avoid accusations of
‘abandoning’ the family (Maynard & Persall, 1994, Hayes, 1999). Some typical gender
differences in completion patterns have been identified, and it is generally found that men
are more likely to cite course-related, finance related or work-related reasons for leaving
courses before completion, whereas women are more likely to withdraw for reasons to do
with family commitments and the lack, inadequacy or costs of childcare (Kariv &
Heiman, 2005; Hramiak, 2002). The gender of students involved in this study will be
examined to determine if a relationship exists between student gender and completion of
postsecondary education.
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Other Non-Academic Factors Affecting Student Success
Sedlacek (1987) found that there are seven, non-academic factors associated with
the success of at-risk students who complete secondary and postsecondary degree
programs. These factors are:
1. confidence and a positive self-image,
2. realistic self-assessment/appraisal,
3. demonstrated involvement in community services,
4. ability to set and maintain long-term goals,
5. availability of support persons or mentors,
6. opportunities for successful leadership experiences, and
7. a broad knowledge base from which to draw.
Sedlacek suggests that providing students with opportunities for involvement
and/or training relative to these seven, non-academic factors helps to ensure student
success. He further asserts that schools should develop and implement specific plans
focused on providing students with training that extends beyond the academic arena. The
Student Support Services program under investigation provides students with activities
designed to support their endeavors; these activities extend beyond the typical classroom
setting. Sedlacek’s findings closely correlate to the goals and objectives of the Student
Support Services program being studied. This study will determine the impact these
factors have on student retention and success.
McIntire, Pumray, Borgle, Alexander, Gerson, and Sanddoris (1992) supported
Sedlacek=s findings when they discovered the importance of secondary schools focusing
attention on the following non-academic factors that assist with students= persistence to
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complete a degree program. These researchers discussed how schools need to help
students by providing them with assistance in the following non-academic areas:
1. time management and study skills,
2. guidance related to academic concerns and progress,
3. identifying career choices and mapping out a plan,
4. increased student-faculty interactions,
5. facilitating students= enrollment/involvement in college.
According to the Director of the Student Support Services program under investigation,
participants are provided with services which support the findings of McIntire, et.al.,
(1992). Students with academic and personal concerns participate in counseling sessions
where they express those concerns and receive needed guidance. Also, Student Support
Services staff assist students with determining career plans and course scheduling each
semester. Students are required to enroll in a Study Skills course which focuses on how
to study and time management, and enrollment in the SSS program increases each
student’s opportunity for increased interaction with university staff and faculty (D
Hollier, personal communication, March 10, 2004). The impact of SSS student
involvement in each of these non-academic areas will be examined in this study.
Franklin (1985) reported that students at-risk of dropping out of school often lack
the information networks that are usually available to middle class youth. Franklin=s
study revealed that, regardless of their ethnicity or place of residence, at risk students
usually encounter many problems that are related to their lack of information and an
inadequate support system.
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Institutional factors that impact student attrition can be viewed in two categories:
organizational policies and institutional or campus climate. Organizational policies
extend throughout an entire college/university system, from student services and student
affairs to academic areas and majors. Love (1993) found students lacking information
about financial aid. She noted cutbacks in funding, the shift from grant assistance to more
loan assistance, and an assurance by the institution to the students for continuous
financial support as areas that impact student attrition. In another study of student
attrition at a large northwestern university, Sailes (1993) found that 45 percent of the
participants in the study indicated that they received no aid. Although the delivery of
financial aid relies on sophisticated federal and state methodologies, it is one area of a
vast number of areas that is crucial in determining student persistence; it should be
explored by institutions. McNairy (1996) highlighted financial aid as a difficult area
given the students’ unfamiliarity with financial-aid applications, erroneous assumptions
made by financial aid staff, and family emergencies that may affect the financial status of
the student. Sixty-six percent of SSS participants are from low-income families. SSS
staff work to ensure student receipt and continuation of financial assistance throughout
their postsecondary education.
The Student Support Services program being examined strives to provide
participants with a “user friendly” supportive learning environment. Researchers have
discovered that campus climate or institutional climate is another factor that impacts
student attrition. Love (1993) discusses the climate of most predominately white
institutions indicating that they were established under the law and/or practice that
excluded black students and other minorities. Love asserts that this way of thinking was
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built into the structure and fabric of many institutions. She further notes that there has
been little discussion regarding white racism on some campuses. Throughout time we
have seen racism manifested in student-student interactions and faculty-student
interactions. It can be overt or subtle. For example, low expectations by white faculty
based on presumptions of lack of preparation, lack of ability, and prior disadvantage can
block communication with students of color (Love, 1993). In addition, the ignorance of
the cultures and contributions, as well as the lack of professional role models for students
of color, all impact student retention (McNairy, 1996). This supports Tinto’s (1987)
theory that the lack of academic integration, whether formal or informal, can influence
successful student retention.
As described in the causes of student attrition, both students and institutions are
much involved in the process. Students are completely responsible for their performance
in school. However, if they are placed in environments that are not welcoming (via
organizational policies or the formal and informal interactions with other students, staff,
and faculty), chances of their feeling alienated can increase, consequently increasing
student attrition rates. This study will examine the impact that the establishment of
mentoring relationships with university staff and other students have on student retention
and completion of postsecondary education.
In the present study, several SSS participants are first generation college students;
however, many of the participants in SSS are also from low-income families and/or
disabled. Students who participate in the SSS program under investigation have ACT
scores below 23, indicating that they may not have received adequate academic
preparation for postsecondary education while in high school and need the support of the
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services provided by the SSS program. There is need for a study to examine the
persistence of these types of students who enroll in postsecondary education. This study
will examine whether the services provided by the SSS program at a research extensive
university in the South help participants with academic deficits complete degree
programs.
The Necessity of Retention
This study will examine the impact that the Student Support Services program at a
research extensive university has on student retention as staff encourage a learning
environment that is both welcoming and supportive. The overall goal of TRIO Programs
is to encourage student enrollment in and completion of a postsecondary education.
While many higher education institutions have increased their focus on recruiting and
retaining students, in order to accomplish goals related to funding and future expansions,
universities throughout the United States have received federal funding for TRIO
programs designed to assist them with this goal (U. S. Department of Education, 1999).
State funded, higher education institutions are accountable for their recruitment and
retention strategies (Harris, 1997); however, research related to retention programs is
limited. Reported data indicate that retention programs have helped improve retention
rates. Programs that are student-centered in design often demonstrate a high level of
academic gains (Narum, 2004; Cazza & Silverman, 1996). The types of services
provided by a retention program assist the program with demonstrating positive outcomes
(Boylan, Bliss, Bonham, 1997). Successful retention programs focus on following
student progress and providing students with services throughout their undergraduate
experience.
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The retention techniques of supplemental instruction and developmental course
offerings are two programs that have proved to be successful (Cazza & Silverman, 1996).
Supplemental instruction involves tutoring a student in a core course. Established
developmental courses in reading are also helpful. Cazza and Silverman (1996) suggest a
full range of course offerings be made available that meet the needs of both traditional
and non-traditional students, especially during their first year of enrollment. Research by
the United States Government Accounting Office (1983) recommends that a variety of
services be offered to meet student needs.
Berger (1997) asserts that the use of learning communities for new students works
to assist with connecting students to the university and with increasing the likelihood of
students’ continued enrollment. Learning communities occur when students meet outside
of class, i.e., dormitory, library, etc., to study and share information. The SSS program
which is the focus of this study provides students with opportunities to attend tutoring
sessions, cultural events, and other activities that provide participants with an opportunity
to establish learning communities, and thus encourage student retention. This study will
examine the impact these services have on SSS student retention.
Characteristics of an Effective Retention Model
The Student Support Services program under investigation has as its primary
focus the retention of students; however, whether or not the activities of this program are
effective at increasing retention has not been determined. There are many strategies that
can be incorporated to develop an effective retention model. Of these strategies, models
should: (1) have the support of the administration by incorporating retention/diversity
into the strategic plan of the university; (2) recruit faculty for participation; (3) provide
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motivational lectures; (4) provide proactive financial aid counseling; (5) get students
involved with programming activities; (6) maintain up-to-date knowledge on retention
issues; (7) regularly assess program effectiveness; (8) incorporate early assessment and
intervention; (9) develop faculty mentoring; (10) develop leadership seminars; and (11)
develop and maintain a caring and competent staff (Carreathers, Beekmann, Coatie, and
Nelson, 1996). Carreathers et al. (1996) highlight some of these characteristics in Texas
A & M’s Department of Multicultural Services, the University of Louisville’s Center for
Academic Achievement’s Thriving and Surviving Program, and the University of Texas
at Austin’s Preview Program. These three models were initiated and are supported by the
leadership of their respective universities and/or governing bodies. Texas A & M’s
Department of Multicultural Services was initiated by the institution’s Division of
Student Services. The University of Louisville’s Thriving and Surviving Program was
mandated by the United States Office of Civil Rights. Lastly, the Preview Program at the
University of Texas at Austin is a part of the Office of the Dean of Students. Parker
(1997) and Madison (1993) both indicate the crucial need for an institutional leader to
support such efforts.
Notable strategies include mentoring, peer advising, student leadership
conferences, study skills workshops, and cultural events (Carreathers et al., 1996).
Mallinckrodt and Sedlacek (1987) suggest policies to maximize use of athletic facilities
and campus gyms; more union programming for specific groups; and use of areas such as
libraries and career and counseling centers to improve retention. Lastly, Parker (1997)
provides suggestions that discuss retention from a systems perspective. Parker suggests:
(1) the creation of positions dedicated to handling retention activities; (2) the recognition
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of the need for additional funding sources; (3) the establishment of mentoring programs
for minority students—programs that help minorities to see successful staff and students
who can show them a path to success and that give them the confidence and support they
need; (4) the reorganization of faculty/staff duties and responsibilities to assist in
retention activities, especially for institutions with limited resources; (5) the development
of a reporting system for identification and tracking so institutions can have accurate data
and data processing capabilities on the different facets of their programs; and (6) the
development of faculty/staff training to better understand minority populations (Parker,
1997).
A review of the characteristics of effective retention models demonstrates that
there is no shortage of concepts or ideas to assist universities in retaining students.
However, even with the implementation of these models, students continue to leave
higher education without accomplishing degrees which is cause for concern by the higher
education community. The advent of the new millennium presents many new challenges
for the higher education community, particularly with regard to issues such as diversity,
quality, accountability, and productivity. Minority populations continue to increase,
while calls for accountability and productivity and the need to do more with less continue
to haunt institutions. The Student Support Services program that is the focus of this
study has a retention model. This study will examine the effectiveness of this retention
model at encouraging student enrollment and completion of college. The Student
Support Services (SSS) program being studied provides students with academic tutoring,
personal and career counseling, and informal mentoring as well as other services. This
study will examine the impact these services have on student retention and success.
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University Involvement
The commitment of the university and the involvement of faculty are important to
student success (Tinto, 1993). Tinto (1993) indicates that: (1) institutions should ensure
that the new students enter with or have the opportunity to acquire skills needed for
academic success; (2) institutions should reach out to become more personal with
students beyond the formal domain of academic life; (3) institutional retention actions
should be systematic in character; (4) institutions should start as early as possible to
retain students; (5) the primary commitment of institutions should be to their students;
and (6) education, not retention, should be the goal of institutional retention programs.
Astin’s (1975, 1993) findings suggested that students who were involved in
extracurricular activities that allowed contact with faculty outside the classroom were
more satisfied with the college experience and were more committed to completing a
postsecondary education program. This study uses Tinto’s (1987) longitudinal model of
institutional departure as a contextual framework to explore what is being done by the
Student Support Services program at a doctoral/research extensive university to provide
students with academic (formal) and social (informal) opportunities for integration into
the university. Opportunities for student involvement will be examined and success will
be measured and reported using grade point averages, retention rates, and graduation
rates.
Developmental and learning assistance programs have been proven to increase the
likelihood of student retention and success in postsecondary education programs;
however, higher education faculty and administration must recognize the need for their
involvement in the lives of students with whom they work. The mission and commitment
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of the university can be improved by creating a “user friendly” environment for
students; one that impacts students years after they are graduated. This study will
examine these factors and how they impact the success of students involved in Student
Support Services.
The Question of Student Support Services
As described through interviews with Student Support Services administrators,
Spring 2004, the role of Student Support Services and whether or not it should be a part
of the higher education campus is often thought to be a question for the university
president. That question must be answered in reference to the current role of higher
education in the United States. The need for programs designed to provide students
experiencing academic difficulties with assistance while enrolled in college became
evident as early as 1849 and continues today (Lively, 1995).
The “open door” admission policy that has developed with the Civil Rights Act of
1964 and the War on Poverty which began in the 1960s encourages and promotes equal
access for students interested in earning a higher education degree (Carriluo, 1994).
There is an increasing number of students with learning disabilities, physical and
psychological disabilities, who have enrolled in higher education during the last decade
(Mortenson, 1996). The numbers of older, non-traditional students who have returned to
school, as well as the number of students typically described as underrepresented, i.e.,
African Americans, women, and part-time students, have also increased (Crissey, 1997).
As a result of the changing student population of higher education, most administrators
welcome programs such as Student Support Services on campus to help ensure the
continued enrollment of “at-risk” students in higher education programs. In meeting the
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needs of students from underrepresented backgrounds, Astin (1987) urged colleges to
connect their assessment of education gains to the overall mission of the university, that
being the development of students= potential. He explained how the terms quality and
excellence should not be a reflection of the institution=s resources or reputation, but rather
the effectiveness of teaching and learning. Astin reports that many colleges are proud
and boastful of their competitive rankings published in guidebooks; he further states that
those highly competitive colleges fail to recognize that student learning and talent
development should be higher education’s most cherished mission. Astin (1987) argues
for Atalent based value@ or value added assessment, which is defined as Athe fullest
development of student potential@ (p. 95). Astin=s beliefs impact those administrators
who are confident that programs such as Student Support Services work to accomplish
the goals or mission of the university.
Research by Mahoney (1998) indicates that the Student Support Services program
at California State University Domingues Hills (CSUDH) is successful because of its
responsiveness to student need and the support it provides to individuals who choose to
be successful. Mahoney states that the services provided by (CSUDH) Student Support
Services have made it one of the most popular programs on campus. Coles (1998), in her
research, stresses the success of TRIO at working with students to achieve their goals.
Coles focused on 332 graduates of the nation’s TRIO programs and their postsecondary
attainment, careers chosen, and contributions to society. She profiled ten former TRIO
students who have completed postsecondary education. She concluded that participation
in TRIO programs directly impacted their success. None of the 10 students profiled had
parents who had completed a postsecondary education program; however, each student
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had parents who had placed great emphasis on higher education. Of the TRIO students
profiled, most had selected career fields that enabled them to give back to the
communities from which they originated, i.e. teacher, newspaper reporter, counselor, etc.
Interviews conducted with the 10 former participants indicate that each felt that
participation in TRIO programs had dramatic effects of his/her lives. Coles findings, as
they relate to ten graduates, will be considered with respect to this study which will
examine the Program’s impact on students who attend a research extensive university in
the south.
A national longitudinal study of Student Support Services by Chaney, B. et al.
(1997) compared the status of 2,900 disadvantaged students receiving Student Support
Services since entering college three years earlier and 2,900 non-participating
comparable students. Services offered varied among institutions but were all intended to
help students stay in and be graduated from college. Results were as follows: (1)
Student Support Services programs showed a small but significant impact on student
grades, number of semester hours earned, and persistence in college, (2) average impact
of Student Support Services was small because most students received a modest amount
of services, (3) the size of the impact depended on the degree of student participation in
Student Support Services, (4) the impact of Student Support Services also varied based
on which services were received, and (5) Student Support Services effects were
consistent across different subgroups of students.
Although a national study has been conducted on the effectiveness of Student
Support Services, a study of the effectiveness of the Student Support Services program
under investigation has not been conducted. With federal funding continuing to increase
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for TRIO programs, it is imperative that a study be conducted to determine whether
Student Support Services is effectively meeting the needs of participants. Also,
administrators of the host institution are presently focused on improving the six-year
graduation rate by decreasing student departure, and results of the study will indicate if
SSS program services should be expanded to the general student population to assist with
this endeavor.

CHAPTER 3
METHODOLOGY
Student Support Services (SSS) is a federal program funded under Title IV of the
Higher Education Act of 1965 and is referred to as a TRIO Program (initially just three
programs). Funding for SSS is administered through the United States Department of
Education which provides grants on a competitive basis to institutions of higher
education. The Student Support Services (SSS) that is the focus of this study is a
program in the University College at a research extensive university in the South that
serves 270 students. It began operating at the University in 1978 and continues to serve
students today. Students involved in SSS must meet at least two of the following criteria:
1) first-generation college student (neither parent was graduated from a four-year
college), 2) family’s taxable income does not exceed 150% of the poverty level set by
federal government, or 3) student has a disability and is registered with the University
Office of Disability Services.
The Student Support Services Program serves as an academic and social support
system for Upward Bound and other similar groups of students who enroll in
postsecondary educational programs. Student Support Services helps low-income, firstgeneration, and/or disabled students stay in college until they earn their baccalaureate
degrees. Participants receive tutoring, counseling, and remedial instruction. To date, a
comprehensive study to determine the effectiveness of the Student Support Services
program at this research extensive university has not been conducted. This chapter
includes information related to the Population and Sample, Instrumentation, and Data
Collection.
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Purpose of the Study
The primary purpose of this study was to determine the influence of level of
participation in services provided by the Student Support Services (SSS) Program on the
academic success and the six-year graduation rate of first-time entering freshmen who,
also, entered the SSS program at a research extensive university in the South. These
students entered the university and SSS in the fall of 1996 and fall of 1997. Students who
were actively involved in the program should have had higher retention rates, grade point
averages, and graduation rates than did participants who were not actively involved in
using program services. To accomplish this task, the study described students who
enrolled in the Student Support Services (SSS) Program as entering freshmen during the
fall semesters of 1996 and 1997 regarding selected personal and academic characteristics.
The specific research questions of this study are:
1.

What were the characteristics of entering freshmen who enrolled in the Student
Support Services (SSS) program at a research extensive university in the South
during the 1996 and 1997 fall semesters?
a)

Age

b)

Gender

c)

Ethnicity

d)

ACT scores

e)

Academic high school grade point average (GPA)

f)

Home parish

i)

Whether they reside on or off campus

j)

Academic college of enrollment
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2.

k)

Hours attempted each semester

l)

Hours earned each semester

What was the level of participation in the services provided (e.g.: tutoring, study
skills, counseling, etc.) by the Student Support Services (SSS) Program at a
research extensive university in the South among first-time entering freshmen
who enrolled in the SSS program during the 1996 and 1997 fall semesters?

3.

What was the impact of the level of participation in selected SSS program
services among fall semester 1996 and 1997 first time entering freshmen on
academic success as measured by both semester and cumulative grade-point
average at the end of each semester of their enrollment in college when the
academic factor of standardized test scores (as measured by composite ACT
score) was controlled?

4.

What was the impact of the level of participation in selected SSS program
services among fall semester 1996 and 1997 first time entering freshmen on
academic success as measured by retention? Retention was defined as whether or
not the students were enrolled on the 14th class day of each semester of the six
year time period from the date of their first enrollment in the university. For the
purpose of the study, students who were graduated prior to the end of the six-year
period were counted as retained when the academic factor of standardized test
scores (as measured by composite ACT score) was controlled.
5. What was the impact of the level of participation in selected SSS program
services among fall semester 1996 and 1997 first time entering freshmen on
academic success as measured by degree completion when the academic factor of
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standardized test scores (as measured by composite ACT score) was controlled?
Degree completion was defined as whether or not the student was graduated with
a baccalaureate degree within a period of six years.
Population and Sample
The target population for this study was defined as students enrolled at a research
extensive university in the South who were academically at-risk. The accessible
population was defined as students enrolled n the university who had composite ACT
scores below 23 (considered academically at-risk) and enrolled in the Student Support
Services (SSS) program. The research sample for the study included 152 full-time
students enrolled at the university who entered as first-time freshmen during the fall
semesters of 1996 or 1997 and enrolled in the Student Support Services (SSS) program
upon entrance to the university.
These academic years were chosen so that the elapsed time would enable the
researcher to determine the students’ success in the university as measured by whether or
not they continued to be enrolled at specified points in time after their initial enrollment
in the program and by whether or not they were graduated within a six year time frame.
Instrumentation
A computerized recording form, designed by the researcher, was used to collect
data in this study. Those specific variables that were measured were selected based on
the review of related literature and the information that was obtainable from the
University’s undergraduate admission and student records data bases. Information from
the data bases was downloaded into a file and was systematically organized. Those
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academic and personal variables that were examined for the research sample of students
were as follows:
•

Age

•

Gender

•

Ethnicity

•

ACT scores

•

Academic GPA

•

Home parish

•

Academic college enrolled in

•

Hours attempted each semester

•

Hours earned each semester

•

Whether or not the student lived on campus during their freshmen year

•

Cumulative grade point average measured at the end of each academic year

•

Whether or not the student returned to college at the beginning of each semester

•

Whether or not the student was graduated within a six-year time frame

Data Collection
Transferring information from the university student records and admission
student data bases onto a computerized recording form designed by the researcher was
the method used to collect data. Permission for this study was requested and granted
from University administrators; permission to access the necessary data and approval for
conducting the study was approved by the Institutional Review Board (IRB) (See copy of
approval in Appendix). Computer assistance was requested from the Offices of Resident
Life and the Registrar.
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Specific academic and demographic variables were selected according to the
research questions presented in this study. Data were systematically retrieved from the
mainframe computer and files were established.

CHAPTER 4
FINDINGS
Tinto’s (1975, 1987, 1993) longitudinal model of institutional departure was used
as the conceptual framework for this study. This model is an interactive model of student
departure which describes and explains the longitudinal process by which individuals
come to leave institutions of higher education. As described by Tinto, departure from the
university is a longitudinal process that occurs as a result of an individual’s interactions
within the institution which cause one to disassociate or withdraw from the university.
Thus, students’ academic (formal) and social (informal) integration influence the level of
their satisfaction with the university and their decisions to remain in school or to depart
(Tinto, 1987; Pascarella, Smart, & Ethington, 1986). In keeping with Tinto’s model, this
study examinded the factors related to academic (formal) and social (informal)
integration influences offered to students enrolled in the SSS program at a research
extensive university in the South.
The primary purpose of this study was to determine the influence of level of
participation in services provided by the Student Support Services (SSS) Program on the
six-year graduation rate of students involved in the program at a research extensive
university in the South. It was proposed that students who were actively involved in the
program would have higher retention rates, grade point averages, and graduation rates
than did participants who were not actively involved in using program services.
The results of this empirical investigation are presented in this chapter. Results
indicate that the SSS program under investigation was effective at positively impacting
the six-year graduation rate for the SSS participants included in this study. The
59

60
graduation rate for the SSS participants was higher than was the graduation rate for nonSSS participants with similar ACT scores who enrolled as freshmen at the same
university during the same semesters. SSS participants in the study had a six-year
graduation rate of 53.9%, while non-SSS participants had a six-year graduation rate of
47.9%. The overall graduation rate for SSS study participants was 60.5%, including
those who finished outside the six-year time constraints of the study. This rate is higher
than the 56% of the freshmen who entered the University during the same years and were
graduated during the same time period (Office of Budget and Planning, October 2004).
This is another indicator that the Program has a positive impact on student graduation
rates. Student academic grade point averages were not positively affected by
participation in the program; however, the freshman-year, Study Skills course positively
affected student retention in the 5th semester. The following findings are organized to
follow the order in which the research questions are initially presented in this study.
Research Question One
Research question one asked, “What were the characteristics of entering freshmen
(n = 152) who enrolled in the Student Support Services (SSS) program at a research
extensive university in the South during the 1996 and 1997 fall semesters?” The personal
characteristics selected for study were: age, gender, ethnicity or race, living on or off
campus, and parish of residence. The academic characteristics selected for study were:
American College Test (ACT) composite score, ACT English score, ACT math score,
ACT reading score, ACT science score, high school academic grade point average
(GPA), number of hours attempted each semester, number of hours completed each
semester, college grade point average (GPA), and rank in high school graduation class.
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Means and standard deviations were used to describe subjects on variables
measured at an interval or higher level of measurement. Those variables included ACT
score, high school GPA, hours attempted and completed each semester, college grade
point average, rank in high school graduation class, and age. Those variables measured
on an ordinal or nominal scale were described using frequencies and percentages in
categories. Those variables included gender, ethnicity, and whether or not the student
lived on campus.
Age of Students in the SSS Program
The age of the student was measured as that student’s age at the time of entry into
the university. Since birth dates were available to the researcher, the age measurements
were computed to the nearest month by subtracting their birth date from the date of their
entry into the university. The mean age was 18.50 years for the students included in this
study (SD = 1.61). The ages of the students ranged from 16.7 to 36.5 years.
Gender of Students in the SSS Program
Gender was provided for all students. The gender reported for the students
indicates that 109 students (71.7%) were female; 43 students (28.3%) were male.
Ethnic Origin of Students in the SSS Program
The majority of students enrolled in the SSS Program were Caucasian (n = 86 or
58.1%). Other SSS students included in the study were African American (n = 42 or
28.4%), Asian (n = 16 or 10.8%), and Hispanic (n = 4 or 2.7%). Four students did not
report information regarding their ethnicity.
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American College Test (ACT) Composite Score of SSS Students
One of the academic characteristic for which subjects in the study were measured
was score on the American College Test (ACT). The ACT composite score was the first
score examined. Students enrolled in the SSS Program had a mean ACT composite score
of 19.87 (SD = 2.12). Scores ranged from a low of 13 to a high of 23. Examination of
data in Table 1 reveals that seventy-four of the students (49%) had scores in the range
16 -20. Additionally, 71 of the students (47%) had scores between 21 and 25, and six
students (4%) had scores in the range of 11 - 15. An ACT composite score was not
reported for one student.
Table 1
American College Test (ACT) Composite Scores for Student Support Services
Entering Freshmen
Score Value Range
n
%
< 10
0
0.0
11-15
6
4.0
16-20
74
49.0
21-25
71
47.0
26-30
0
0.0
>30
0
0.0
Total
151
100%
Note. The mean score was 19.87 (SD = 2.12). The range of scores was 13 to 23. An
ACT composite score was not available for one student.
American College Test (ACT) English Scores for SSS Entering Freshmen
Students who enrolled in the SSS Program had a mean ACT English score of
19.97 (SD = 3.42). Scores ranged from a low of 10 to a high of 28. Examination of the
data in Table 2 reveals that the largest group (n = 71 or 47%) of students had scores in the
range of 16 to 20. An additional 38% (n = 57) of the students had scores between 21 and
25.
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Table 2
American College Test (ACT) English Scores for Student Support Services Entering
Freshmen
Score Value Range
n
%
1.0
< 10
2
15
10.0
11-15
71
47.0
16-20
57
38.0
21-25
6
4.0
26-30
0
0.0
>30
151
100%
Total
Note. The mean score was 19.97 (SD = ACT 3.42). Scores ranged from 10 to 28. An
ACT English score was not available for one student.
American College Test (ACT) Reading Scores for SSS Entering Freshmen
Students who enrolled in the SSS Program had a mean ACT score in reading of
20.09 (SD = 3.54). Scores ranged from a low of 12 to a high of 31. Examination of the
data in Table 3 reveals that the largest group (n = 66 or 44.0%) of students had scores that
ranged from 16 - 20. Thirty-nine percent (n = 60) of the students had scores between 21
and 25.
Table 3
American College Test (ACT) Reading Scores for Student Support Services
Entering Freshmen
Score Value Range
n
%
0
0.00
<10
16
11.0
11-15
66
44.0
16-20
60
39.0
21-25
8
5.0
26-30
1
1.0
>30
151
100%
Total
Note. The mean score was 20.09 (SD = 3.54). Scores ranged from 12 to 31. An ACT
reading score was not available for one student.
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American College Test (ACT) Math Scores for SSS Entering Freshmen
Students who enrolled in the SSS Program had a mean ACT score in math of
19.36 (SD = 3.15). Scores ranged from a low of 13 to a high of 31. Examination of the
data in Table 4 reveals that the largest group (n = 66 or 44.0%) of students had scores in
the range of 16-20. Additionally, 39.0% (n = 60) of the students had scores between 21
and 25.
Table 4
American College Test (ACT) Math Scores for Student Support Services Entering
Freshmen
Score Value Range
n
%
0
0.0
<10
11
7.0
11-15
92
61.0
16-20
43
28.0
21-25
4
3.0
26-30
1
1.0
>30
151
100%
Total
Note. The mean score was 19.36 (SD = 3.15). Scores ranged from 13 to 31. An ACT
math score was not available for one student.
High School Academic Grade Point Averages (GPA) of SSS Entering Freshmen
Students who enrolled in the SSS Program were described on the basis of their
high school academic grade point average (GPA) as shown in Table 5. Their high school
academic grade point average (GPA) was defined as the GPA on units required for
admission to the university (2004-2005 LSU General Catalog, p. 38). The GPAs of the
students who enrolled in the SSS Program ranged from 2.17 to 4.00 with a mean of 3.00
(SD of .44). Examination of the data in Table 5 provided the number of students who
had academic GPAs in selected groupings or categories. The largest group of students
enrolled in the SSS program (n = 66 or 44%) had high school academic GPAs in the 2.51
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to 3.00 category. The category with the second largest number of participants (n = 40;
26%) was the GPA range of 3.01 to 3.50.
Table 5
High School Academic GPAs for Student Support Services Entering Freshmen
Score Value Range
< 2.50
2.51-3.00
3.01-3.50
3.51-4.00
Total

n
21
66
40
24
151

%
14.0
44.0
26.0
16.0
100%

Note. The mean GPA was 3.00 (SD = .45). Student GPAs ranged from 2.17 to 4.00. A
GPA was not available for one student
Parish of Residence for Entering SSS Freshmen
The largest group of students in the study was from East Baton Rouge Parish (n =
31 or 22.0%) which is the parish where the University is physically located. The second
largest group of students who entered the SSS program as freshmen during the fall
semesters of 1996 and 1997 was from Orleans Parish (n = 24 or 17.0%). Orleans Parish
includes the city of New Orleans which is the largest city in the state of Louisiana. The
third largest group of students who entered the program was from Jefferson Parish (n =
16 or 11.2%) which is a suburb of New Orleans. Information regarding parish of
residence was not available for 10 students.
An examination of the data for Table 6 indicates that most of the students who
entered SSS at the research extensive university in this study as freshmen during the
semesters under investigation were from the parishes that are most populated and in close
proximity to the university. Seventy-nine (79) or 55% of beginning freshmen who
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entered the Program during the 1996 or 1997 fall semesters were from four parishes in
the state: East Baton Rouge, Orleans, Jefferson, and Ascension. These four parishes are
within 100 miles of Baton Rouge.
Table 6
Parish of Residence for Student Support Services Entering Freshmen
Parish

East Baton Rouge
Orleans

n
31
24

%
21.8
16.9

Jefferson
Ascension
St. Tammany
Iberia
Lafourche
St. Charles
West Baton Rouge
St. Bernard
Calcasieu
St. Landry
Livingston
Beauregard

16
8
7
6
6
5
4
4
4
3
3
2

10.5
5.6
4.6
4.2
4.2
3.5
2.6
2.6
2.6
2.1
2.1
1.4

Parish

East Feliciana
Iberville

n
2
2

%
1.4
1.4

Ponte Coupee
St. Martin
Vermillion
West Feliciana
Acadia
Plaquemines
St. James
St. John
St. Mary
Terrebone
Washington

2
2
2
2
1
1
1
1
1
1
1

1.4
1.4
1.4
1.4
.7
.7
.7
.7
.7
.7
.7

142

100%

Total
Note. Information was not available for ten students.
SSS Freshmen Residing On or Off Campus

The majority of students who enrolled in the SSS Program as incoming, first-time
freshmen at this research extensive university lived on campus during their freshman year
(n = 96 or 63.6%). Fifty-five students (36.4%) did not live on campus. Information for
one student was not available regarding place of residence.
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Academic College of Enrollment
All students who enter this research extensive university as beginning freshmen
are initially housed academically in the Junior Division or in the College of Agriculture.
Students are housed in the Junior Division until they have chosen a major and have been
accepted by the college in which their chosen major is located. In describing the subjects
in this study regarding academic college of enrollment, two specific aspects of this
measure were included. These aspects were: the student’s first college of enrollment and
the major in which the student was enrolled at the time of his/her graduation from the
university.
Regarding the students’ first college of enrollment, 30 of the study participants
did not enter a college other than the Junior Division on their initial enrollment in the
university. Of the 122 students who did enter another college, the largest group of
subjects (n = 32, 26.2%) initially enrolled in the General College. It should be noted that
during the time period of this study, the programs housed in the General College were
moved to the College of Arts and Sciences, and the General College was eliminated. The
resulting numbers are more descriptive of the enrollment in these programs. This
combined figure indicates that 53 (43.4%) of the students who selected an initial college
beyond the Junior Division entered programs currently housed in the College of Arts and
Sciences (see Table 7). In addition, 17 (13.9%) of the students initially entered the
College of Agriculture; 16 (13.1%) enrolled in Business Administration as their first
college.
In addition to examining the first college of enrollment among the study
participants, the researcher also described the subjects regarding their major (and the
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corresponding college of enrollment) at the time of their graduation from the university.
It should be noted that 60 of the participants did not complete a baccalaureate degree
within the six year time frame identified for this study. However, 92 of the students
(60.5%) did complete a degree within the period of the study. Of those who completed a
degree, the largest group (n = 31, 33.6%) was in majors within the College of Arts and
Sciences. Regarding specific majors from which the SSS students were graduated, the
largest group (n = 9, 9.8%) was from the General Studies program in the College of Arts
and Sciences. Other majors with relatively large numbers of graduates included Mass
Communication (The College of Mass Communications) and Marketing (from the
College of Business Administration). Complete data regarding the degree major and
corresponding college are presented in Table 8.
Table 7
First Colleges of Enrollment for Student Support Service Students
n
%
32
26.2
General College
21
17.2
Arts & Sciences
17
13.9
Agriculture
16
13.1
Business Administration
9
8.2
Basic Sciences
8
6.6
Mass Communications
6
4.9
Education
4
3.3
Engineering
3
2.5
Design
3
2.5
University College
2
1.6
Music & Dramatic Arts
a
122
100%
Total
a
Thirty study participants left the university without having been admitted to a college.
College
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Hours Attempted and Hours Earned
Credit hours of enrollment were another characteristic used to describe subjects of
the study. This characteristic consisted of two categories: the number of credit hours
Table 8
Majors for Student Support Services Students at Time of Completion of a Degree
College/Major

College n %

Major n

%

1
5
3
9
2
3
4
3
1

1.1
5.4
3.3
9.8
2.2
3.3
4.3
3.3
1.1

College of Business Administration
22 23.9
Accounting
General Business
Information Systems and Decisions Sciences
International Trade and Finance

1
2
4
1

1.1
2.2
4.3
1.1

Management

2

2.2

Major n
4

%
4.3

Marketing

7

7.6

Operations Management

1

1.1

1
1
1
1
4
1

1.1
1.1
1.1
1.1
4.3
1.1

College of Arts and Sciences
Anthropology
Communication Disorders
English
General Studies
History
Political Science
Psychology
Sociology

31 33.6

Spanish

College/Major
Management Information Systems

College of Basic Sciences
Bio Chemistry
Chemistry
Computer Science
Geology
Microbiology
Physics

College n %

9 9.8

(Table continued)
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Major n
%
College/Major
College n %
College of Education
9 9.8
Elementary Education
6
6.5
Kinesiology
2
2.2
Secondary Education
1
1.1
College of Agriculture
8 8.7
Animal, Dairy, & Poultry Science
1
1.1
Family Child and Consumer Science
4
4.3
Human Ecology (Diatetics)
1
1.1
Textile, Apparel, and Merchandising
2
2.2
College of Mass Communications
8 8.7
Mass Communication
8
8.7
Kinesiology
2
1.3
College of Engineering
3 3.3
Construction Management
2
1.3
Mechanical Engineering
1
.7
College of Art and Design
1 1.1
Interior Design
1
1.1
College of Music and Dramatic Arts
1 1.1
Music Education
1
1.1
Total
92 100
92
100.2%a
Note. There were sixty students who did not get a degree within the six year period of
this study.
a
Percentage does not sum to 100 due to rounding error.
carried and the number of credit hours earned. These categories are examined separately
for descriptive purposes. Regarding the number of credit hours carried, the measurement
was defined as the total number of graded credits for which the student was enrolled
through the completion of the semester. This did not include courses in which the student
was enrolled and received a Pass/Fail grade. The data presented for this measurement
include the number of subjects enrolled during each semester and the minimum and
maximum number of hours carried by the students. In addition, the overall mean number
of hours carried by students during the semesters in which they were enrolled is provided.
The reader is advised that every third semester examined is a summer term; accordingly,
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the number of students enrolled and the number of credit hours carried are typically
lower during these semesters. Data in Table 9 indicate that the means (average hours
carried) are consistent throughout years one through four. The means tend to be lower
during the last two years of the period studied. The overall mean for hours carried was
11.6 (SD = 1.74) per semester, excluding summer semesters.
Regarding the number of credit hours earned, the measurement was defined as the
total number of all academic hours for which the student received credit each semester.
Table 9
Hours Carried By Student Support Services Students During Their First Six Years
of Undergraduate Enrollment
n
150
Fall (1)
148
Spring (1)
44
Summer (1)
139
Fall (2)
130
Spring (2)
51
Summer (2)
112
Fall (3)
106
Spring (3)
63
Summer (3)
98
Fall (4)
93
Spring (4)
39
Summer (4)
74
Fall (5)
54
Spring (5)
27
Summer (5)
33
Fall (6)
32
Spring (6)
12
Summer (6)
a
152
Overall
a
Does not include Summer terms
Semester

Min

6
0
1
1
3
2
4
3
0
6
3
3
0
0
0
0
0
0
7.6

Max

17
18
13
18
19
12
19
19
15
19
20
6
18
19
12
19
20
10
15.5

Mean

12.1
13.2
5.8
13.0
13.0
5.6
12.8
13.3
5.7
13.6
13.4
4.9
11.3
11.4
5.3
10.1
9.9
5.3
11.6

SD
2.37
2.68
2.17
2.72
2.67
2.21
3.15
3.12
2.68
2.93
3.04
1.37
4.10
4.43
2.69
4.83
5.48
2.99
1.74
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This included all courses, both graded and un-graded (Pass/Fail) as well as credits for
which the student completed an advanced placement examination. The data presented for
this measurement include the number of subjects enrolled during each semester and the
minimum and maximum number of hours earned by the students. In addition, the overall
mean number of hours earned by students during the semesters in which they were
enrolled is provided. The reader is advised that every third semester examined is a
summer term; accordingly, the number of students enrolled and the number of credit
Table 10
Hours Earned by Student Support Services Students During Their First Six Years
of Undergraduate Enrollment
Semester
n
150
Fall (1)
148
Spring (1)
44
Summer (1)
139
Fall (2)
130
Spring (2)
51
Summer (2)
112
Fall (3)
106
Spring (3)
63
Summer (3)
98
Fall (4)
93
Spring (4)
39
Summer (4)
74
Fall (5)
54
Spring (5)
27
Summer (5)
33
Fall (6)
32
Spring (6)
12
Summer (6)
a
152
Overall
a
Does not include Summer terms

Min
3
0
1
0
0
0
0
0
1
0
0
0
3
4
3
3
0
1
5.3

Max
18
19
13
18
19
12
19
19
15
19
20
9
18
18
12
19
20
10
16

Mean
13.3
13.0
5.4
12.5
12.5
5.3
12.2
12.7
5.6
13.2
13.1
4.9
11.7
11.5
5.8
10.2
10.0
5.3
11.2

SD
2.62
3.61
2.25
3.26
3.48
2.51
3.74
3.74
2.70
3.55
3.79
1.81
3.50
3.44
2.50
4.58
4.61
2.70
2.29

73
hours earned are typically lower during these semesters. Data in Table 10 indicate that
the means (average hours earned) are consistent (ranging from 12.2 to 13.3) for semesters
throughout the students’ first four years. Throughout the first four years, most students
maintained full-time status by earning twelve or more hours per semester. The overall
mean hours earned was 11.2 (SD = 2.29) per semester, excluding summer semesters.
Class Rank of SSS Freshmen
The researcher examined the high school class ranking of students in the study to
determine their placement within the study group. Table 11 provides categories for the
Table 11
High School Class Rank of Entering Student Support Services Freshmen
Range

n

14
< 10
20
11-25
24
26-50
23
51-75
12
76-100
20
101-150
8
151-200
2
201-215
123
Total
Note. High school class rank was not available for 29 students.

Percent
11.0%
16.0%
20.0%
19.0%
10.0%
16.0%
6.0%
2.0%
100%

high school class ranking for students who entered SSS as freshmen in the fall of 1996 or
fall of 1997. There were 123 students for which class rank was available. The minimum
rank was 1 and the maximum was 215. The mean rank was 65.62 (SD = 51.50). Table
12 provides data related to rank or placement of students within the SSS study group.
To compute the information for Table 12, the high school class rank of each student was
entered; that student’s rank was then divided by the number of students in his/her high
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Table 12
High School Percentile Class Rank of Entering Student Support Services Freshmen
Rank Category

n

Percent

10
5 -9
11
6-10
36
11-25
35
26-50
25
51-75
8
76-100
125
Total
Note. Data were not available for 30 students.

8.0%
8.8%
28.8%
28.0%
20.0%
6.4%
100%

school graduating class. The resulting number was multiplied by one hundred to
determine percentile rank for each student in the study. The class rank for each student in
the SSS program was grouped; the number of students in each category was then divided
by the total number of students in the SSS group to determine a percentage for each
group.
College Grade Point Average of Student Support Services Freshmen
The grade point averages (GPAs) of SSS students were examined for each
semester (Fall 1996 – Summer 2003) throughout the time period under investigation.
The GPAs ranged from 0.00 to 4.00 per semester. Table 13 provides an overview of the
grade point averages for each semester. Included in Table 13 is a summary of GPA
data for each year. The summary includes the number of students enrolled, minimum and
maximum grade point averages, mean grade point averages, and standard deviations.
Data indicate that there were semesters when a student(s) within the study group did not
earn a passing grade in any class.
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Table 13
Minimum, Maximum, and Mean Grade Point Averages of Student Support Services
Students for Each Semester
Semester
Fall (1)
Spring (1)
Summer (1)
Year (1)
Fall (2)
Spring (2)
Summer (2)
Year (2)
Fall (3)
Spring (3)
Summer (3)
Year (3)
Fall (4)
Spring (4)
Summer (4)
Year (4)
Fall (5)
Spring (5)
Summer (5)
Year (5)
Fall (6)
Spring (6)
Summer (6)
Year 6

n
150
148
46
149
141
132
51
141
116
108
61
123
101
95
42
106
66
43
25
72
26
22
8
31

Min
.43
.00
1.00
.94
.00
.00
.00
1.02
.00
.00
.50
.60
.00
.00
.00
1.58
.33
1.25
1.00
1.25
.50
.00
1.00
1.79

Max
4.00
4.00
4.00
4.00
4.00
4.00
4.00
3.86
4.00
4.00
4.00
3.88
4.00
4.00
4.00
3.86
4.00
4.00
4.00
3.76
4.00
4.00
4.00
3.51

Mean
2.65
2.51
2.72
2.58
2.51
2.52
2.83
2.57
2.58
2.67
2.98
2.59
2.77
2.77
2.65
2.71
2.76
2.72
2.83
2.63
2.61
2.61
2.51
2.48

SD
.72
.83
.88
.68
.78
.77
.92
.59
.81
.77
.82
.59
.79
.77
1.08
.51
.77
.74
.96
.49
.78
1.08
1.12
.41

Research Question Two
Research Question two: “What was the level of participation in the services
provided (e.g.: tutoring, study skills, counseling, etc.) by the Student Support Services
(SSS) Program at a research extensive university in the South among first-time, entering
freshmen who enrolled in the SSS program during the 1996 and 1997 fall semesters?”
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The files for the students enrolled in the SSS program, as well as administrative records
for the SSS program, were examined to determine the level of participation.
Records indicate that there were four basic services provided for SSS participants
during the period under investigation. As described by Tinto (1987), tutoring is a formal
(academic) community. This service was provided to students who were experiencing
academic difficulty in any class or subject. Table 14 provides the number of students
involved in tutoring, as well as the minimum and maximum number of hours involved in
tutoring, and the average number (level) of tutoring sessions attended by students each
year. Information in Table 14 indicates that students used the tutoring service provided
more often as freshmen. Their time of involvement in tutoring decreased as they
progressed through their degree programs. One possible reason for this decrease in
formal tutoring may be that students sought less formal assistance as they established
relationships with fellow students who provided needed assistance in their selected
Table 14
Annual Level of Student Support Services Student Participation in Tutoring
Services Provided by Student Support Services
Year
Year One
Year Two
Year Three
Year Four
Year Five
Year Six

n
132
44
9
0
0
0

Min
1
1
1
0
0
0

Max
71
24
40
0
0
0

Mean
10.6
5.0
14.0
00.0
00.0
00.0

SD
11.67
5.10
16.20
00.00
00.00
00.00
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degree areas of study. As described by Tinto (1987), this process is referred to as the
establishment of learning communities.
The counseling services provided by SSS were both personal and academic in
nature. Students needing academic advice or seeking direction regarding academic plans
were counseled by SSS staff. Also, students experiencing personal problems, i.e., family
crisis, dating difficulties, etc., were counseled by SSS staff. The counseling services
provided by the SSS program provided both formal (academic) and informal (social)
activities in which students could be involved. Table 15 provides the number of students
involved in counseling, the minimum and maximum number of hours involved in
counseling, and the average number (level of involvement) of hours of student
involvement in counseling each year. This Table indicates that students used fewer
hours of counseling as they progressed in their academic programs.
Table 15
Annual Level of Student Support Services Student Participation in Counseling
Services Provided by Student Support Services
Year
Year One
Year Two
Year Three
Year Four
Year Five
Year Six

n
148
138
99
43
28
9

Min
1
1
1
1
1
1

Max
175
137
470
160
18
4

Mean
16.00
14.50
24.00
11.30
2.07
2.22

SD
19.56
17.42
54.22
26.35
3.21
1.09

Peer mentoring, a social activity, was provided to first-semester freshmen. This
activity provided students with an opportunity to establish an informal relationship with
an upper class student for support. A peer mentor was assigned to every student who
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enrolled as an incoming, SSS freshman. The majority of the students, 121 (80%), had at
least one contact with their mentors during their first semester; however, 31 (20%) of the
students chose not to be involved in this component of the program. The range of hours
of student involvement in peer mentoring was a minimum of one contact to a maximum
of 50 contacts with a peer mentor. The mean level of student involvement in peer
mentoring was 11.6 contacts (SD = 9.47) per student during the first semester.
All freshmen SSS students are encouraged to enroll in JD0006 (Study Skills).
This class provides students with instruction on how to best prepare for tests, test taking
strategies, and note taking skills. Students earn either a Pass or Fail grade in this class.
Eighty-seven (57.2%) incoming freshmen in this study participated in this Study Skills
class. The remaining sixty-five (42.8%) did not take Study Skills.
Research Question Three
The third research question: “What is the impact of the level of participation in
selected SSS program services among fall semesters 1996 and 1997 first time entering
freshmen on academic success as measured by both semester and cumulative grade-point
averages at the end of each semester of their enrollment in college when the factor of
standardized test scores, as measured by composite ACT score, is controlled?” The
decision regarding specific grade-point average measures to include as outcome measures
in this analysis was based on the following considerations:
1.

The number of outcome measures (grade-point averages) available among the
subjects in the research sample during the fifth and sixth year of the study was
clearly inadequate to permit the use of multiple regression analysis. For example,
the total number of subjects for which grade point average measures were
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available during the ninth semester (first semester of the fifth year) was 66 which
is well below the number recommended (100) to enable the researcher to detect
r2 values of .21 or greater with the number of independent variables (16) included
in the study (Hair, et. al. 1998).
2.

In addition to inadequacies in the number of outcome measures available, the
number of SSS program services in which subjects participated during their third
through sixth years was minimal.

3.

When those limitations were combined, the number of subjects with adequate
measurements to permit the conduct of meaningful regression analyses after the
second year was insufficient.

4.

Finally, in a interview with Ms. Debbie Hollier, the Director of Student Support
Services at the university which host the program (personal communication,
February 22, 2005) the goals for the four main areas of program services were
clarified as follows: the first semester peer mentoring program is primarily
designed to create an atmosphere that will encourage students to return to school
for their second and third semesters; the tutoring program is designed to meet
academic needs of students primarily during the semester of enrollment during
which services are received; and the counseling services are designed primarily to
meet the advising and personal counseling needs of students in order to enhance
their retention for the subsequent semester. Additionally, the Study Skills course,
which is available to students enrolled in the SSS program, is designed to provide
students with the skills necessary to be successful in their academic pursuits
throughout their degree program.
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Given the sample size restrictions previously discussed, the decision was made to
examine the students’ GPAs for their first semester, first year (cumulative), and second
year (cumulative). Beyond the fourth semester (second semester of the second year), no
students participated in the peer mentoring program or the Study Skills course. In
addition, only nine students participated in any tutoring sessions during the third year
with no participation in this service after the third year.
The first analysis was to determine if a model exists explaining a significant
portion of the variance in the GPA achieved by students receiving the services of the SSS
program during their first semester of enrollment from the level of SSS program services
received after controlling for the impact of their composite ACT score. Additionally,
selected personal and academic demographics were entered in the analysis in an
exploratory manner to determine if those factors added to the explained variance in the
variable.
In conducting the regression analysis, the variables were entered into the analysis
in a hierarchical manner to accomplish the research objective. Composite ACT scores
were entered in the first block to control for the effects of this variable on the students’
academic performance. Next, the participation scores for each of the four areas of
services provided by the SSS program were entered in a block as the primary variables of
investigation. These scores included whether or not the students completed the Study
Skills course offered to SSS program participants, the number of tutoring sessions
attended by the students, the number of counseling sessions attended by the students, and
the number of peer mentoring sessions attended by the students. For this analysis, each of
the later three measures was specified as the sessions attended by the students during
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their first semester of enrollment. Lastly, in a third block, the selected academic and
personal demographic characteristics were entered in the analysis in a stepwise fashion to
determine if additional variance could be explained beyond that accounted for by the
control variable and the primary variable of investigation. Five of those variables were
entered into the analysis as dichotomies due to the nominal nature of the data. The
variable gender is a natural dichotomy; thus, female was coded “1" and male was coded
“2." The variable home parish was operationalized as to whether or not the student was
from the parish in which the University was geographically housed. This was due to the
fact that the largest group of students was from the local parish; no other parish had
sufficient numbers to permit its inclusion as a separate variable in the analysis. Finally,
the variable race was found to include four different ethnic groups (Asian, African
American, Hispanic, and Caucasian). However, the Hispanic group was found to
represent a very small number; therefore, three dichotomous variables (Asian, African
American, and Caucasian) were created from the data and included as variables of
investigation in the study.
The researcher examined the data for the presence of excessive multicollinearity
among the independent variables in the analysis. This was accomplished through
examination of the tolerance values and the variance inflation factor (VIF) for the data
included in the analysis. The tolerance values ranged from .303 to .954, and the VIF
values ranged from 1.048 to 3.304 (see Table 16). Hair, et. al. (1998) indicates that, “A
common cutoff threshold is a tolerance value of .10” (p. 193). A tolerance value of .10
would correspond to a VIF of 10.0. Since the tolerance values and the VIF values were
within acceptable ranges, the researcher concluded that no instance of excessive
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collinearity among the independent variables was evident in the data. Thus, the
researcher proceeded with the regression analysis.
Table 16
Collinearity Diagnostic Measures for the Regression of First Semester GPAs of
Students Receiving Services of the Student Support Services Program at a Research
Extensive University on Selected Personal and Academic Demographic
Characteristics
Factor
Hours Earned 1 Semester
High School Academic GPA
Rank
Tutoring Services
Asian/Non-Asian
Gender
Housing
Caucasian/Non-Caucasian
Age
Parish
Counseling Services
Peer Mentoring
Study Skills Course
ACT Composite
African American/Non-African American
Hours Carried
st

Tolerance
.528
.910
.303
.684
.784
.885
.915
.863
.853
.941
.847
.909
.895
.900
.954
.503

VIF
1.893
1.099
3.304
1.462
1.276
1.131
1.093
1.159
1.172
1.063
1.181
1.100
1.118
1.111
1.048
1.990

Results of the regression analysis are presented in Table 17. The first variable
that was entered into the model was the control factor, ACT composite score. This factor
was found to explain 0% of the variance in the first semester GPA. In addition, when the
block of variables measuring the participation of students in the services of the SSS
program was entered into the model, it added 4% to the explained variance. Neither of
those blocks of variables was a statistically significant contributor to the model.
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However, when the third block of variables was entered into the model in a stepwise
fashion, the variable number of hours earned during the semester was found to add
significantly to the amount of explained variance (r2 change = .20, p < .001). The nature
of this relationship is such that students who earned more hours during the semester
Table 17
Regression of First-Semester GPA on Selected Academic and Personal
Characteristics of Freshmen Student Support Services Students at a Research
Extensive University
Source
Regression
Residual
Total
Variable
ACT Composite
SSS Measures
Study Skills
Tutoring
Counseling
Peer Mentoring
Hours Earned
(1st Semester)
High School
Academic GPA
Hours Carried
(1st Semester)

df
8
106
114

MS
3.478
.356

F
9.775

--Variables in the Equation-R
r2
F
Cumulative
Change
Change
.00
.00
.028
.04
.04
1.046
2

Sig
<.001

Sig F
Change
.87
.39

Beta
-.028
-.040
-.145
.004
-.022

.24

.20

28.382

<.001

.681*

.35

.11

18.468

<.001

.347*

.43
.08
13.766
<.001
--Variables Not in the Equation-Variable
t
Asian/Non-Asian
1.660
Age
1.452
Housing
-1.400
Parish
1.057
Caucasian/Non-Caucasian
-.764
Gender
-.542
Rank
.064
African American/Non-African American
.014
*p < .001--indicates variable which significantly contributed to the model

-.386*
Sig
.10
.15
.16
.29
.45
.59
.95
.99
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tended to achieve higher grade point averages. Additionally, high school academic
grade point average (GPA) was found to make a significant contribution to the model (r2
change = .11, p < .001). For this measure, students with higher high school academic
GPAs tended to achieve higher GPAs during their first semester in college. The variable
hours carried during the semester of investigation also made a statistically significant
contribution to the model (r2 change = .08, p < .001). However, for the variable hours
carried, students who carried more hours during their first semester of enrollment tended
to achieve lower GPAs. Overall, the significant regression model explained 43% of the
variance in the students’ first semester GPA.
Potential interpretations of the outcomes from the initial regression analysis
identified by the researcher include: The positive impact of number of credit hours
earned during their first semester grade point averages of freshman students could be a
result of the fact that students who received failing grades in one or more courses would
have both earned fewer hours and achieved lower grade point averages. However, since
receiving grades of “D” in courses would have tended to create a negative association
between hours earned and grade point average, it would seem logical to conclude that
students who earned more hours also tended to perform better in courses that they
completed. This outcome could potentially be connected with the advisement and other
services received and/or needed by these students. This interpretation is strengthened by
the significant positive impact of high school academic grade point average on the
participants’ first semester grade point averages. For example, students who received a
better level of preparation in high school (as indicated by a higher high school academic
grade point average) were better prepared for their first semester in college. This could

85
reasonably be interpreted to mean that they were better prepared to be successful in their
courses without additional help, and/or that they were better prepared with the
information regarding how to determine when they needed assistance and how to seek the
help they needed. Further support is provided for the connection of grades with academic
advisement by the negative impact of the numbers of hours carried on students’ first
semester grade point average. If students were not carefully advised regarding course to
schedule, they may have enrolled in courses for which they did not have the background
and preparation to be successful or in courses which they later learned would not apply to
their anticipated degree program. Either of these situation could have a dramatic impact
on the academic performance of students especially in light of the fact that during their
first semester of enrollment, they would not have yet become fully integrated into the
university (Tinto, 1997). The potential also exists that the negative impact of the number
of credit hours carries is connected with the student’s ability to be successful in the
heavier course loads while adjusting to life as a college student and adjusting to
increasing adult life experiences (such as family, job, etc.).
The second analysis was to determine if a model exists explaining a significant
portion of the variance in the GPA achieved by students receiving services of the SSS
program during their first year of enrollment from the level of SSS program services
received after controlling for the impact of their composite ACT score. Additionally,
selected personal and academic demographics were entered in the analysis in an
exploratory manner to determine if those factors added to the explained variance in the
variable.
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The variables were entered into the regression analysis in a hierarchical manner
to accomplish the research objective. Composite ACT scores were entered in the first
block to control for the effects of this variable on the students’ academic performance.
Next the participation scores for each of the four areas of services provided by the SSS
program were entered in a block as the primary variables of investigation. Those scores
included whether or not the students completed the Study Skills course offered to SSS
program participants, the number of tutoring sessions attended by the students, the
number of counseling sessions attended by the students, and the number of peer
mentoring sessions attended by the students. For this analysis, each of the later three
measures was specified as the sessions attended by the students during their first year of
enrollment. Lastly, in a
third block, the selected academic and personal demographic characteristics were entered
in the analysis in a stepwise fashion to determine if additional variance could be
explained beyond that accounted for by the control variable and the primary variable of
investigation. Five of those variables were entered into the analysis as dichotomies due
to the nominal nature of the data. The variable gender is a natural dichotomy; thus,
female was coded “1" and male was coded “2." The variable home parish was
operationalized as to whether or not the student was from the parish in which the
University was geographically housed. This was due to the fact that the largest group
was from the local parish; no other parish had sufficient numbers to permit its inclusion
as a separate variable in the analysis. Finally, the variable race was found to include four
different ethnic groups (Asian, African American, Hispanic, and Caucasian). However,
the Hispanic group was found to be a very small number; therefore, three dichotomous
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variables (Asian, African American, and Caucasian) were created from the data and
included as variables of investigation in the study.
The researcher examined the data for the presence of excessive multicollinearity
among the independent variables in the analysis. This was accomplished through
examination of the tolerance values and the variance inflation factor (VIF) for the data
included in the analysis. The tolerance values ranged from .295 to .953, and the VIF
values ranged from 1.050 to 3.387 (see Table 18). Hair, et. al. (1998) indicates that, “A
common cutoff threshold is a tolerance value of .10” (p. 193). A tolerance value of .10
Table 18
Collinearity Diagnostic Measures for the Regression of First Year Cumulative GPAs
of Students Receiving Services of the Student Support Services Program at a
Research Extensive University on Selected Personal and Academic Demographic
Characteristics
Factor
Hours Earned 1 Year
High School Academic GPA
Hours Carried 1st Year
Rank
Asian/Non-Asian
Gender
Tutoring Services 1st Year
Housing
Parish
Age
Peer Mentoring 1st Semester
African American/Non-African American
Caucasian/Non-Caucasian
Study Skills Course 1st Semester
Counseling Services 1st Year
ACT Composite
st

Tolerance
.450
.899
.426
.295
.787
.920
.711
.953
.949
.870
.912
.944
.867
.924
.716
.854

VIF
2.222
1.113
2.349
3.387
1.271
1.087
1.407
1.050
1.054
1.150
1.096
1.059
1.154
1.083
1.397
1.171
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would correspond to a VIF of 10.0. Since the tolerance values and the VIF values were
within acceptable ranges, the researcher concluded that no instance of excessive
collinearity among the independent variables was evident in the data. Thus, the
researcher proceeded with the regression analysis.
Results of the regression analysis are presented in Table 19. The first variable
that was entered into the model was the ACT composite score which served as the control
factor. This factor was found to explain 0% of the variance in the first year GPA. In
addition, when the block of variables measuring the participation of students in the
services of the SSS program was entered into the model, it added 1% to the explained
variance. Neither block of variables was a statistically significant contributor to the
model. However, when the third block of variables was entered into the model in a
stepwise fashion, the variable number of hours earned during the year was found to add
significantly to the amount of explained variance (r2 change = .42, p < .001). The nature
of this relationship is such that students who earned more hours during their first year
tended to achieve higher grade point averages. Additionally, high school academic grade
point average (GPA) was found to make a significant contribution to the model (r2
change = .06, p < .001). For this measure, students with higher high school academic
GPAs tended to achieve higher GPAs during their first year in college. The variable
hours carried during the year of investigation also made a statistically significant
contribution to the model (r2 change = .05, p < .001). However, for the variable hours
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carried, students who carried more hours during their first year of enrollment tended to
achieve lower GPAs. Overall, the significant regression model explained 54% of the
variance in the students’ first year GPA.
Table 19
Regression of First-Year GPA on Selected Academic and Personal Characteristics
of Freshmen Student Support Services Students at a Research Extensive University
Source
Regression
Residual
Total
Variable
ACT Composite
SSS Measures
Study Skills
Tutoring
Counseling
Peer Mentoring
Hours Earned
(1st Year)
High School
Academic GPA
Hours Carried
(1st Year)

df
8
105
113

MS
3.864
.254

F
15.204

--Variables in the Equation-R
r2
F
Cumulative
Change
Change
.00
.00
.002
.01
.01
.321
2

Sig
<.001

Sig F
Change
.97
.86

Beta
-.069
-.031
-.076
.038
-.043

.43

.42

77.666

<.001

.850*

.49

.06

12.823

<.001

.265*

.54
.05
10.769
<.001
--Variables Not in the Equation-Variable
t
Housing
-1.407
Rank
1.065
Parish
1.021
Gender
-1.013
Asian/Non-Asian
.900
African American/Non-African American
-.651
Caucasian/Non-Caucasian
.345
Age
-.208
*p < .001 -- indicates variable which significantly contributed to the model

-.334*
Sig
.16
.29
.31
.31
.37
.52
.73
.84
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Potential interpretations of the outcomes from the second regression analysis
identified by the researcher include: The positive impact of number of credit hours
earned during their first year on the first year grade point averages of freshman students
could be a result of the fact that students who received failing grades in one or more
courses would have both earned fewer hours and achieved lower grade point averages.
However, since receiving grades of “D” in courses would have tended to create a
negative association between hours earned and grade point average, it would seem logical
to conclude that students who earned more hours also tended to perform better in courses
that they completed. This outcome could potentially be connected with the advisement
and other services received and/or needed by these students. This interpretation is
strengthened by the significant positive impact of high school academic grade point
average on the participants’ first year grade point averages. For example, students who
received a better level of preparation in high school (as indicated by a higher high school
academic grade point average) were better prepared for their first year in college. This
could reasonably be interpreted to mean that they were better prepared to be successful in
their courses without additional help, and/or that they were better prepared with the
information regarding how to determine when they needed assistance and how to seek the
help they needed. Further support is provided for the connection of grades with academic
advisement by the negative impact of the numbers of hours carried on students’ first year
grade point average. If students were not carefully advised regarding courses to
schedule, they may have enrolled in courses for which they did not have the background
and preparation to be successful or in courses that they later learned would not apply to
their anticipated degree program. Either of these situations could have a dramatic impact
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on the academic performance of students especially in light of the fact that during their
first year of enrollment, they would not have yet become fully integrated into the
university (Tinto, 1997). The potential also exists that the negative impact of the number
of credit hours carried is connected with the student’s ability to be successful in the
heavier course loads while adjusting to life as a college student and adjusting to
increasing adult life experiences (such as family, job, etc.).
The third analysis was to determine if a model exists explaining a significant
portion of the variance in the GPA achieved by students who received the services of the
SSS program during their second-year of enrollment from the level of SSS program
services received after controlling for the impact of their composite ACT score.
Additionally, selected personal and academic demographics were entered in the analysis
in an exploratory manner to determine if those factors added to the explained variance in
the variable.
The variables were entered into the regression analysis in a hierarchical manner to
accomplish the research objective. Composite ACT scores were entered in the first block
to control for the effects of this variable on the students’ academic performance. The
participation scores for each of the four areas of services provided by the SSS program
were entered in a block as the primary variables of investigation. These scores included:
whether or not the students completed the Study Skills course offered to SSS program
participants, the number of tutoring sessions, counseling sessions, and peer mentoring
sessions attended by the students. For this analysis, each of the later three measures was
specified as the cumulative number of sessions attended by the students during their first
(freshman) and second (sophomore) years of enrollment for this analysis. Additionally,
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for further analysis, the selected academic and personal demographic characteristics
were entered in a third block in a stepwise fashion to determine if additional variance
could be explained beyond that accounted for by the control variable and the primary
variable of investigation. Five of the variables were entered into the analysis as
dichotomies due to the nominal nature of the data. The variable gender is a natural
dichotomy; thus, female was coded “1" and male was coded “2." The home parish
variable was operationalized as to whether or not the students were from the parish in
which the University was geographically housed because the largest group was from the
local parish; no other parish had sufficient numbers to permit its inclusion as a separate
variable in the analysis. Finally, the variable race was found to include four different
ethnic groups (Asian, African American, Hispanic, and Caucasian). However, the
Hispanic group was a very small number; therefore, three dichotomous variables (Asian,
African American, and Caucasian) were created from the data and included as variables
of investigation in the study.
The researcher examined the data for the presence of excessive multicollinearity
among the independent variables in the analysis. This was accomplished through
examination of the tolerance values and the variance inflation factor (VIF) for the data
included in the analysis. The tolerance values ranged from .122 to .971, and the VIF
values ranged from 1.030 to 8.180 (see Table 20). Hair, et. al. (1998) indicates that, “A
common cutoff threshold is a tolerance value of .10” (p. 193). A tolerance value of .10
would correspond to a VIF of 10.0. Since the tolerance values and the VIF values were
within acceptable ranges, the researcher concluded that no instance of excessive
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collinearity among the independent variables was evident in the data. Thus, the
researcher proceeded with the regression analysis.
Table 20
Collinearity Diagnostic Measures for the Regression of Second Year Cumulative
GPAs of Students Receiving Services of the Student Support Services Program at a
Research Extensive University on Selected Personal and Academic Demographic
Characteristics
Factor
Hours Earned 1 and 2nd Year
Hours Carried 1st and 2nd Year
High School Academic GPA
Rank
Gender
Asian/Non-Asian
Housing
ACT Composite
Parish
African American/Non-African American
Age
Study Skills Course 1st Semester
Counseling Services 1st & 2nd Year
Tutoring Services 1st & 2nd Year
Mentoring 1st Semester
Caucasian/Non-Caucasian
st

Tolerance
.128
.122
.898
.316
.933
.823
.965
.811
.971
.896
.896
.929
.631
.619
.939
.864

VIF
7.797
8.180
1.114
3.169
1.072
1.216
1.036
1.233
1.030
1.117
1.116
1.077
1.586
1.616
1.065
1.158

Results of the regression analysis are presented in Table 21. The first variable
entered into the model was the control factor, ACT composite score. This factor was
found to explain 1% of the variance in the first year GPA. In addition, when the block of
variables measuring the participation of students in the services of the SSS program was
entered into the model, it added 1% to the explained variance. Neither block of those
variables was a statistically significant contributor to the model. However, when the
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Table 21
Regression of First (Freshman and Second (Sophomore)Years Cumulative GPA on
Selected Academic and Personal Characteristics of Freshman Student Support
Services Students at a Research Extensive University
Source
Regression
Residual
Total
Variable
ACT Composite
SSS Measures
Study Skills
Peer Mentoring
Tutoring
Counseling
Hours Earned
(2nd Year
Cumulative)
Hours Carried
(2nd Year
Cumulative)
High School
Academic GPA

df
8
99
107

MS
2

F
16.916

--Variables in the Equation-R
r2
F
Cumulative
Change
Change
.01
.01
.770
.01
.01
.133
2

Sig
<.001

Beta

Sig F
Change
.38
.97

.000
.012
-.018
-.109
-.027

.41

.40

66.923

<.001

1.495*

.52

.11

23.176

<.001

-.992*

.58

.06

14.008

<.001

.258*

--Variables Not in the Equation-Variable
t
Housing
-1.788
Gender
-1.562
Parish
1.535
Asian/Non-Asian
.848
African American/Non-African American
-.691
Rank
-.495
Caucasian/Non-Caucasian
.389
Age
-.064
*p < .001 -- indicates variable which significantly contributed to the model

Sig
.08
.12
.13
.40
.49
.62
.70
.95

third block of variables was entered into the model in a stepwise fashion, the variable of
cumulative number of hours earned was found to add significantly to the amount of
explained variance (r2 change = .40, p < .001). The nature of the relationship is such that
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students who earned more hours during their first two years of college tended to achieve
higher grade point averages. The variable hours carried during the years under
investigation also made a statistically significant contribution to the model (r2 change =
.11, p < .001). However, for the variable hours carried, students who carried more hours
during their first two years of enrollment tended to achieve lower GPAs.

Additionally,

high school academic grade point average (GPA) was found to make a significant
contribution to the model (r2 change = .06, p < .001). For this measure, students with
higher high school academic GPAs tended to achieve higher GPAs during their first two
years of college.

Overall, the significant regression model explained 58% of the

variance in the students’ cumulative GPA.
Potential interpretations of the outcomes from the third regression analysis
identified by the researcher include: The positive impact of number of credit hours
earned during their first and second years of enrollment on the second year grade point
averages of students could be a result of the fact that students who received failing grades
in one or more courses would have both earned fewer hours and achieved lower grade
point averages. However, since receiving grades of “D” in courses would have tended to
create a negative association between hours earned and grade point average, it would
seem logical to conclude that students who earned more hours also tended to perform
better in courses that they completed. This outcome could potentially be connected with
the advisement and other services received and/or needed by these students. This
interpretation is strengthened by the significant positive impact of high school academic
grade point average on the participants’ first year grade point averages. For example,
students who received a better level of preparation in high school (as indicated by a
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higher high school academic grade point average) were better prepared for their first
year in college. This could reasonably be interpreted to mean that they were better
prepared to be successful in their courses without additional help, and/or that they were
better prepared with the information regarding how to determine when they needed
assistance and how to seek the help they needed. However, the declining influence of
high school academic GPA is likely due to the length of separation from high school.
Further support is provided for the connection of grades with academic advisement by the
negative impact of the numbers of hours carried on students’ second year cumulative
grade point average. If students were not carefully advised regarding courses to
schedule, they may have enrolled in courses for which they did not have the background
and preparation to be successful or in courses that they later learned would not apply to
their anticipated degree program. Either of these situations could have a dramatic impact
on the academic performance of students especially in light of the fact that during their
first two years of enrollment, they would have been integrating into the university (Tinto,
1997). The potential also exists that the negative impact of the number of credit hours
carried is connected with the student’s ability to be successful in the heavier course loads
while adjusting to life as a college student and adjusting to increasing adult life
experiences (such as family, job, etc.).
Research Question Four
The fourth research question: “What is the impact of the level of participation in
selected SSS program services among fall semester 1996 and 1997 first time entering
freshmen on academic success as measured by retention? Retention was defined as
whether or not the student was enrolled on the 14th day of each semester of the six-year
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time period from the date of their first enrollment in the university. For the purpose of
the study, students who were graduated prior to the end of the six-year period were
counted as retained when the academic factor of standardized test scores, as measured by
composite ACT score, was controlled.”
As with the previous study objective, limitations in the data restricted the
researcher’s ability to conduct the analysis specified for this objective. According to
Hair, et. al.(1998) the minimum sample size for logistic regression analysis requires that
both groups exceed the minimum size of 20 observations per group (p. 282). When the
independent variables were entered into the analysis, the first semester that met this
minimum sample size was the first semester of the students’ third year of enrollment (the
fifth semester). When this data limitation was combined with the very low level of
participation in services offered by the SSS program during the students’ fourth, fifth and
sixth years of enrollment, the decision was made by the researcher to conduct the logistic
regression analysis for the fifth, sixth, and seventh semesters. Those semesters met the
sample size requirements, and were judged to have adequate measurements to detect any
influence of the services utilized by SSS program participants.
The first analysis examined the influence of the specified factors on the retention
of SSS program participants in their fifth semester of enrollment. Whether or not the
students were included on the 14th day of the class lists was the outcome measure in the
analysis; the same variables as those used in the multiple linear regression analyses for
objective three were treated as the independent variables. The variables were entered into
the binary logistic regression analysis in a hierarchical manner to accomplish the research
objective. Composite ACT scores were entered in the first block to control for the effects
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of this variable on the retention of students. The participation scores for each of the four
areas of services provided by the SSS program were then entered in a block as the
primary variables of investigation. These scores included whether or not the students
completed the Study Skills course offered to SSS program participants, the cumulative
number of tutoring sessions attended by the students through the end of the semester prior
to the semester for which retention was being examined, the cumulative number of
counseling sessions attended by the students through the end of the semester prior to the
semester for which retention was being examined, and the number of peer mentoring
sessions attended by the students during the first semester. In a third block, the selected
academic and personal demographic characteristics were entered in the analysis in a
stepwise fashion to determine if additional explanatory power could be added beyond that
accounted for by the control variable and the primary variable of investigation. Five of
the variables were entered into the analysis as dichotomies due to the nominal nature of
the data. The variable gender is a natural dichotomy; thus, female was coded “1" and
male was coded “2." The home parish variable was operationalized as to whether or not
the students were from the parish in which the University was geographically housed
because the largest group was from the local parish; no other parish had sufficient
numbers to permit its inclusion as a separate variable in the analysis. Finally, the race
variable was found to include four different ethnic groups (Asian, African American,
Hispanic, and Caucasian). However, the Hispanic group was a very small number;
therefore, three dichotomous variables (Asian, African American, and Caucasian) were
created from the data and included as variables of investigation in the study.
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When the variable, whether or not the student was retained in the fifth semester
of enrollment of the study period, was examined using binary logistic regression analysis,
a total of seven variables was entered into the explanatory model with an overall R2
value of .48 (Nagelkerke R2 = .48). This model resulted in a -2 Log likelihood value of
88.968, which is a significant reduction (X2 = 46.326, p < 001) from the initial -2 Log
likelihood value of 135.294. Additionally, this model was determined to be the model of
best fit on the basis of the Hosmer and Lemeshow Test results (X2 = 3.214, p = .920) .
This indicates that there was no significant difference between the predicted model and
the observed model. Even though one additional variable---whether or not the student
was from the parish in which the institution was geographically located---was found to be
a potential contributor to the explanatory model, the addition of this variable resulted in a
Hosmer and Lemeshow statistic of X2 = 16.770 (p = .03) which indicates that a
significant difference exists between the predicted and the observed models. Hair et. al.
(1998) suggest that a non-significant, Hosmer and Lemeshow test result is indicative of a
good model fit.
When the explanatory model was examined, the findings indicated that the control
factor (Composite Act score) was not a significant contributor to the model (Wald = .102,
p = .75). However, when the SSS program services variables were entered into the
model, the students’ level of participation in the peer mentoring program during the first
semester of their freshman year was found to be a significant contributor to the model
(Wald = 8.117, p = .004). The nature of this contribution was such that students who had
participated in more peer mentoring sessions during their first semester of enrollment
were less likely to re-enroll during the fifth semester (first semester of the third year). In
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addition, the variable, whether or not the students completed the Study Skills course
offered by the SSS program staff, was found to contribute significantly to the explanatory
model (Wald = 3.792, p = .05). The nature of the impact of this variable was such that
Table 22
Binary Logistic Regression Analysis of Student Retention during the Fifth Semester
of Enrollment on Selected Student Support Services Program Participation and
Selected Personal and Academic Characteristics of Student Support Services
Program Participants

Model

X2
46.326

df
7

-- Variables in the Equation -Variable
Wald
Sig
ACT Composite
.102
.75
Mentoring
8.117
.04
Study Skills Course
3.792
.05
Counseling Services
1.416
.23
Tutoring Services
.209
.65
High School Academic GPA
3.769
.05
th
Hours Earned (thru 4 Semester)
21.319
<.001

Sig
<.001
Ba
.044
-.079*
1.125*
.015
-.011
-1.334*
.113***

SE
.14
.03
.58
.01
.02
.69
.02

-- Variables Not in the Equation -Variables
Score
Sig
Housing
.029
.86
Gender
1.073
.30
Age
1.341
.25
African American/Non-African American
.469
.49
Caucasian/Non-Caucasian
.450
.50
Asian/Non-Asian
.394
.53
Parish
5.127
.02
Rank
.176
.67
Hours Carried (Cumulative)
.001
.98
a
Constant = 1.075
*p < .05,**p < .01, ***p < .001 – indicates variable which significantly contributed to the
model
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students who had completed the course were more likely to re-enroll during the fifth
semester. Two additional factors from the demographic characteristics included in the
analysis during the stepwise block entered the model as significant contributors to the
explanatory model. These factors included the cumulative number of hours earned
through the semester prior to the semester of investigation (Wald = 21.319, p < .001) and
the students’ high school academic GPA (Wald = 3.769, p = .05). Students with a greater
cumulative number of hours earned were more likely to re-enroll for their fifth semester;
while students with higher high school academic GPAs were less likely to re-enroll for
the fifth semester. Results of this logistic regression analysis are presented in Table 22.
The classification results were examined for the identified regression model to
determine the effectiveness of the model in correctly classifying subjects as to whether or
not they were retained in school for their fifth semester of enrollment. Overall, 84.6% of
the students included in the analysis were correctly classified using the identified
statistically significant model. The classification results are presented in Table 23.
Table 23
Classification Results for Student Retention During the 5th Semester of Enrollment
Observed
Not Enrolled
Enrolled

Not Enrolled
Predicted Enrolled
18 (15.4%)
13 (11.1%)
5 ( 4.3%)
81 (69.2%)
23 (19.7%)
94 (80.3%)
Note. Overall percentage of correctly classified cases = 84.6%

TOTAL
31 ( 26.5%)
86 ( 73.5%)
117 (100%)

Potential interpretations of the outcomes from the initial logistic regression
analysis on retention identified by the researcher include: Since the initial logistic
regression analysis was not feasible with the current data until the fifth semester of
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enrollment, the connection between the total number of hours earned and retention in
school is not surprising. Students who have been successful in completing more credit
hours have become more vested in their completion of a college degree and have
logically become more integrated into the university community. Both of these factors
have been shown to be related to retention of students in educational programs. The
length of separation from the high school program may explain the negative association
between the high school academic grade point average and retention in the fifth semester.
Additionally, the possibility exists that students who had higher high school academic
grade point averages were initially better prepared to be successful in their university
courses. This could have potentially led to overconfidence on the part of these students
to the extent that when they encountered courses for which they were less well prepared
(perhaps in their sophomore year) they became frustrated and chose not to return to
school after the difficulties during their second year of college. The positive impact of
participation in the SSS Study Skills course on retention is a very logical outcome since
students who completed the course and gained increased knowledge and skill
consequently had greater success in their advanced courses which in turn encouraged
them to remain enrolled in school.
The second analysis examined the influence of the specified factors on the
retention of SSS program participants in their sixth semester of enrollment. Whether or
not the students were included on the 14th day of the class lists was the outcome measure
in the analysis. The same variables as those used in the multiple linear regression
analyses in objective three were treated as the independent variables. The variables were
entered into the binary logistic regression analysis in a hierarchical manner to accomplish
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the research objective. Composite ACT scores were entered in the first block to control
for the effects of this variable on the students’ retention. Next, the participation scores
for each of the four areas of services provided by the SSS program were entered in a
block as the primary variables of investigation. These scores included whether or not the
students completed the Study Skills course offered to SSS program participants, the
cumulative number of tutoring sessions attended by the students through the end of the
semester prior to the semester for which retention was being examined, the cumulative
number of counseling sessions attended by the students through the end of the semester
prior to the semester for which retention was being examined, and the number of peer
mentoring sessions attended by the students during their first semester . In a third block,
the selected academic and personal demographic characteristics were entered in the
analysis in a stepwise fashion to determine if additional explanatory power could be
added beyond that accounted for by the control variable and the primary variable of
investigation. Five of those variables were entered into the analysis as dichotomies due
to the nominal nature of the data. The variable gender is a natural dichotomy; thus,
female was coded “1" and male was coded “2." The home parish variable was
operationalized as to whether or not the students were from the parish in which the
university was geographically housed because the largest group was from the local
parish; no other parish had sufficient numbers to permit its inclusion as a separate
variable in the analysis. Finally, the race variable was found to include four different
ethnic groups (Asian, African American, Hispanic, and Caucasian). However, the
Hispanic group was a very small number; therefore, three dichotomous variables (Asian,
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African American, and Caucasian) were created from the data and included as variables
of investigation in the study.
When the variable, whether or not the student was retained in the sixth semester
of enrollment of the study period, was examined using binary logistic regression analysis,
a total of seven variables were entered into the explanatory model with an overall R2
value of .54 (Nagelkerke R2 = .54). This model resulted in a -2 Log likelihood value of
86.367 which is a significant reduction (X2 = 56.405, p < .001) from the initial -2 Log
likelihood value of 142.772. Additionally, this model was determined to be the model of
best fit on the basis of the Hosmer and Lemeshow Test results (X2 = 5.528, p = .700)
which indicates that there was no significant difference between the predicted model and
the observed model. Inclusion of additional potential explanatory factors resulted in an
increase in the Hosmer and Lemeshow Test results which detracted from the goodness of
fit between the predicted and observed models.
When the explanatory model was examined, the findings indicate that the control
factor, Composite ACT score, was not a significant contributor to the model (Wald =
1.869, p = .17). When the SSS program services variables were entered into the model,
the students’ level of participation in the peer mentoring program and the Study Skills
class during their first semester, as well as cumulative participation in tutoring and
counseling services, were not found to be significant contributors to the model.
However, when the hours earned through the semester prior to the semester of
investigation was entered into the model, the hours earned was found to be a significant
contributor to the model (Wald = 25.766, p = <.001). Results of this logistic regression
analysis are presented in Table 24.
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Table 24
Binary Logistic Regression Analysis of Student Retention during the Sixth Semester
of Enrollment on Selected Student Support Services Program Participation and
Selected Personal and Academic Characteristics of Student Support Services
Program Participants
Model

Variable
Composite ACT
Mentoring
Study Skills Course
Counseling Services
Tutoring Services
Hours Earned (thru 5th Sem.)

X2
56.405

df
6

-- Variables in the Equation -Wald
Sig
1.869
.172
.482
.932
1.997
.253
25.766

.487
.334
.158
.615
<.001

Sig
<.001
Ba
.203
-.019
.572
.015
-.013
.094***

-- Variables Not in the Equation -Variable
Score
High School Academic GPA
3.873
Housing
.168
Gender
.163
Age
.973
African American/Non-African American
2.854
Caucasian/Non-Caucasian
.864
Asian/Non-Asian
.146
Parish
3.771
Rank
5.000
Hours
.728
a
Constant = -8.888
***p < .001 – indicates variable which significantly contributed to the model

SE
.15
.03
.59
.01
.03
.02
Sig
.05
.68
.69
.32
.09
.35
.70
.05
.03
.39

The classification results were examined for the identified regression model to
determine the effectiveness of the model in correctly classifying subjects as to whether or
not they were retained in school for their sixth semester of enrollment. Overall, 82.9% of
the students included in the analysis were correctly classified regarding whether or not
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they returned to school for their sixth semester using the identified statistically
significant model. The classification results are presented in Table 25.
Table 25
Classification Results for Student Retention During the 6th Semester of Enrollment
Observed
Not Enrolled
Enrolled

Not Enrolled

Predicted Enrolled

21 (17.9%)
14 (12.1%)
6 ( 5.1%)
76 (64.9%)
27 (23.1%)
90 (76.9%)
Note. Overall percentage of correctly classified cases = 82.9%

TOTAL
35 (29.9%)
82 (70.1%)
117 (100%)

Potential interpretations of the outcomes from the second logistic regression
analysis on retention identified by the researcher include: Since the initial logistic
regression analysis was not feasible with the current data until the fifth semester of
enrollment, the connection between the total number of hours earned and retention in
school is not surprising. Students who have been successful in completing more credit
hours have become more vested in their completion of a college degree and have
logically become more integrated into the university community. Both of these factors
have been proven to be related to retention of students in educational programs.
The third analysis examined the influence of the specified factors on the retention
of SSS program participants in their seventh semester of enrollment. Whether or not the
students were included on the 14th day of the class lists was the outcome measure in the
analysis. The same variables as those used in the multiple linear regression analyses in
objective three were treated as the independent variables. The variables were entered into
the binary logistic regression analysis in a hierarchical manner. Composite ACT scores
were entered in the first block to control for the effects of this variable on the students’
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retention. Next, the participation scores for each of the four areas of services provided
by the SSS program were entered in a block as the primary variables of investigation.
These scores included whether or not the students completed the Study Skills course
offered to SSS program participants, the cumulative number of tutoring sessions attended
by the students through the end of the semester prior to the semester for which retention
was being examined, the cumulative number of counseling sessions attended by the
students through the end of the semester prior to the semester for which retention was
being examined, and the number of peer mentoring sessions attended by the students for
the first semester. In a third block, the selected academic and personal demographic
characteristics were entered in the analysis in a stepwise fashion to determine if
additional explanatory power could be added beyond that accounted for by the control
variable and the primary variable of investigation. Five of the variables were entered into
the analysis as dichotomies due to the nominal nature of the data. The variable gender is
a natural dichotomy; thus, female was coded “1" and male was coded “2." The home
parish variable was operationalized as to whether or not the students were from the parish
in which the University was geographically housed because the largest group of students
was from the local parish; no other parish had sufficient numbers to permit its inclusion
as a separate variable in the analysis. Finally, the race variable was found to include four
different ethnic groups (Asian, African American, Hispanic, and Caucasian). However,
the Hispanic group had a very small number; therefore, three dichotomous variables
(Asian, African American, and Caucasian) were created from the data and included as
variables of investigation in the study.

108
When the variable, whether or not the student was retained in the seventh
semester of enrollment of the study period, was examined using binary logistic regression
analysis, a total of seven variables were entered into the explanatory model with an
overall R2 value of .62 (Nagelkerke R2 = .62). This model resulted in a -2 Log
likelihood value of 80.496 which is a significant reduction from the initial -2 Log
likelihood value of 150.292. Additionally, this model was determined to be the model of
best fit on the basis of the Hosmer and Lemeshow Test results (X2 = 9.931, p = .270).
This indicates that there was no significant difference between the predicted model and
the observed model. Inclusion of additional potential explanatory factors resulted in an
increase in the Hosmer and Lemeshow Test results which detracted from the goodness of
fit between the predicted and observed models.
When the explanatory model was examined, the findings indicate that the control
factor, Composite ACT score, was not a significant contributor to the model
(Wald = .518, p = .47). When the SSS program services variables were entered into the
model, the students’ level of participation in the peer mentoring program and the Study
Skills class during their first semester, as well as cumulative participation in tutoring and
counseling services, were not found to be significant contributors to the model.
However, when the hours earned through the semester prior to the semester of
investigation was entered into the model, the hours earned were found to be a significant
contributor to the model (Wald = 32.099, p = <.001). Results of this logistic regression
analysis are presented in Table 26.
The classification results were examined for the identified regression model to
determine the effectiveness of the model in correctly classifying subjects as to whether or
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Table 26
Binary Logistic Regression Analysis of Student Retention During the Seventh
Semester of Enrollment on Selected Student Support Services Program
Participation and Selected Personal and Academic Characteristics of Student
Support Services Program Participants
X2
69.796

Model

Variable
Composite ACT

df
6

-- Variables in the Equation -Wald
Sig
.518
.472

Mentoring
Study Skills Course
Tutoring Services
Counseling Services
Hours Earned (thru 6th Semester)

.008
.020
.624
.264
32.099

.929
.886
.430
.607
<.001

Sig
<.001
Ba
.109

SE
.15

.003
.088
-.018
-.003
.096***

.03
.62
.02
.01
.02

--Variables Not in the Equation-Variable
Score
High School Academic GPA
1.918
Housing
.040
Gender
.124
Age
.090
African American/Non-African American
.070
Caucasian/Non-Caucasian
.008
Asian/Non-Asian
.015
Parish
4.221
Rank
.850
th
Hours Carried (thru 6 Semester)
.013
a
Constant = -7.394;
***p > .001 -- indicates variable which significantly contributed to the model

Sig
.16
.84
.73
.76
.79
.93
.90
.04
.36
.91

not they were retained in school for their seventh semester of enrollment. Overall, 85.5%
of the students included in the analysis were correctly classified as to whether or not they
returned to school for their seventh semester using the identified, statistically significant
model. The classification results are presented in Table 27.
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Table 27
Classification Results for Student Retention During the 7th Semester of Enrollment
Observed
Not Enrolled
Enrolled

Not Enrolled

Predicted Enrolled

30 (25.7%)
10 ( 8.5%)
7 ( 6.0%)
70 (59.8%)
37 (31.6%)
80 (68.4%)
Note. Overall percentage of correctly classified cases = 85.5%

TOTAL
40 (34.2%)
77 (65.8%)
117 (100%)

Potential interpretations of the outcomes from the third logistic regression
analysis on retention identified by the researcher include: Since the initial logistic
regression analysis was not feasible with the current data until the fifth semester of
enrollment, the connection between the total number of hours earned and retention in
school is not surprising. Students who have been successful in completing more credit
hours have become more vested in their completion of a college degree and have
logically become more integrated into the university community. Both of these factors
have been proven to be related to retention of students in educational programs.
Research Question Five
Research question five: “What is the impact of the level of participation in
selected SSS program services among fall semester 1996 and 1997 first time entering
freshmen on academic success as measured by degree completion when the academic
factor of standardized test scores as measured by composite ACT score is controlled?”
Degree completion is defined as whether or not the student was graduated with a
baccalaureate degree within a period of six years from time of initial enrollment.
The analysis examined the influence of the specified factors on the graduation of
SSS program participants within a six-year time frame. Whether or not the student was
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graduated within six years of initial enrollment at the research extensive university
which host this program was the outcome measure in the analysis. The same variables as
those used in the multiple linear regression analyses in objective three were treated as the
independent variables. The variables were entered into the binary logistic regression
analysis in a hierarchical manner. Composite ACT scores were entered in the first block
to control for the effects of this variable on the students graduation rate. The
participation scores for each of the four areas of services provided by the SSS program
were then entered in a block as the primary variables of investigation. These scores
included whether or not the students completed the Study Skills course offered to SSS
program participants, the cumulative number of tutoring sessions attended by the students
while enrolled in the school, the cumulative number of counseling sessions attended by
the students while enrolled in the school, and the number of peer mentoring sessions
attended by the students during their first semester. In a third block, the selected
academic and personal demographic characteristics were entered in the analysis in a
stepwise fashion to determine if additional explanatory power could be added beyond that
accounted for by the control variable and the primary variable of investigation. Five of
the variables were entered into the analysis as dichotomies due to the nominal nature of
the data. The variable gender is a natural dichotomy and was coded such that female was
coded “1" and male was coded ”2." The home parish variable was operationalized as to
whether or not the students were from the parish in which the University was
geographically housed because the largest group was from the local parish; no other
parish had sufficient numbers to permit its inclusion as a separate variable in the analysis.
Finally, the race variable was found to include four different ethnic groups (Asian,
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African American, Hispanic, and Caucasian). However, the Hispanic group was a very
small number; therefore, three dichotomous variables (Asian, African American, and
Caucasian) were created from the data and included as variables of investigation in the
study.
When the variable whether or not the students were graduated within a period of
six years was examined using binary logistic regression analysis, a total of seven
variables were entered into the explanatory model with an overall R2 value of .36
(Nagelkerke R2 = .36). This model resulted in a -2 Log likelihood value of 126.991
which is a significant reduction (X2 = 36.558, p < .001) from the initial -2 Log likelihood
value of 163.549. Additionally, this model was determined to be the model of best fit on
the basis of the Hosmer and Lemeshow Test results (X2 = 6.434, p = .599) which
indicates that there was no significant difference between the predicted model and the
observed model.
When the explanatory model was examined, the findings indicate that the control
factor , Composite ACT score, was not a significant contributor to the model (Wald =
2.150, p = .143). When the SSS program service variables were entered into the model
the following services were not found to be significant contributors to the model: the
students’ level of participation in the peer mentoring program and the Study Skills class
during their first semester and their cumulative participation in tutoring and counseling
services. However, two additional factors: mean number of hours earned during each
semester of enrollment (Wald = 12.257, p < .001), and mean number of hours carried
during each semester of enrollment (Wald 4.332, p = .037) entered during the stepwise
block were found to be significant contributors to the explanatory model. The nature of
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Table 28
Binary Logistic Regression Analysis of Student Graduation at the End of Six Years
of Enrollment at a Research Extensive University in the South
X2
36.558

Model

Variable
ACT Composite
Mentoring

df
7

-- Variables in the Equation -Wald
Sig
2.150
.14
.151
.70

.077
.78
Study Skills Course
.859
.35
Counseling Services
.099
.75
Tutoring Services
4.332
.04
Mean Hours Carried (per semester)
12.257
<.001
Mean Hours Earned (per semester)
-- Variables Not in the Equation -Variable
Score

Sig
<.001
Ba
.166
-.009

SE
.11
.02

.125
.003
-.066
-.681*
1.037***

.45
.00
.02
.33
.30
Sig
.49
.65
.38
.81
.53
.98
.41
.08
.35

High School Academic GPA
.487
Housing
.206
Gender
.785
Age
.057
African American/Non-African American
.392
Caucasian/Non-Caucasian
.001
Asian/Non-Asian
.678
Parish
3.148
Rank
.872
a
Constant = -7.342
*p < .05, *** p < .001 – indicates variable which significantly contributed to the model
the impact of these significant factors was such that students who earned a higher average
number of hours per semester during their enrollment were more likely to graduate within
six years of their initial enrollment. However, students who carried a greater average
number of hours per semester during their enrollment were less likely to graduate within
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six years of their initial enrollment. Results of this logistic regression analysis are
presented in Table 28.
The classification results were examined for the identified regression model to
determine the effectiveness of the model in correctly classifying subjects as to whether or
not they were graduated with a baccalaureate degree within a period of six years after
initial enrollment at the University. Overall, 69.5% of the students included in the
analysis were correctly classified as to whether or not they were graduated within a sixyear time period using the identified, statistically significant model. The classification
results are presented in Table 29.
Table 29
Classification Results for Student Graduation with a Baccalaureate Degree within
Six Years of Initial Enrollment
Observed
Not Enrolled
Enrolled

Not Enrolled

Predicted Enrolled

35 (29.6%)
23 (19.5%)
13 (11.1%)
47 (39.8%)
48 (40.7%)
70 (59.3%)
Note. Overall percentage of correctly classified cases = 69.5%.

TOTAL
58 (49.1%)
60 (50.9%)
118 (100%)

The researcher provides interpretations of the results of the analysis for student
graduation within the six-year time frame. The researcher’s interpretations are as
follows: (1) Hours earned had a positive affect on student graduation within the six-year
time frame because students who successfully earned credit hours felt positive about their
college experiences and continued to work towards completion of a degree program.
Also, students who earned hours successfully returned each semester because they had
become invested in the university and the completion of a degree program. (2) Students
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who carried a greater number of hours each semester and did not earn credit for those
hours became discouraged and/or lost focus and were therefore unable to finish within
the six-year time frame.

CHAPTER 5
SUMMARY, CONCLUSIONS, IMPLICATIONS, AND
RECOMMENDATIONS
Summary
The conceptual framework for this study was Tinto’s longitutional model of
student departure (1975, 1987, 1993). This model describes and explains the longitudinal
process by which individuals come to leave institutions of higher education. Tinto asserts
that departure from the university is a longitudinal process that occurs as a result of an
individual’s interactions within the institution which cause one to disassociate or
withdraw from the university, and thus students’ academic (formal) and social (informal)
integration influence the level of their satisfaction with the university and their decisions
to remain in school or to depart (Tinto, 1987; Pascarella, Smart, & Ethington, 1986). In
keeping with Tinto’s model, this study examinded the factors related to academic
(formal) and social (informal) integration influences offered to students enrolled in the
SSS program at a research extensive university in the South.
The following is a summary of the major findings of the study:
•

Tinto’s (1975, 1987, 1993) theory that students, who are involved both
academically and socially at the university, will persist was supported by the
findings of this study. The influences or services offered to students enrolled in
the SSS program had a significant impact on student persistence through
graduation. The graduation rate for the SSS participants was higher than was the
graduation rate for non-SSS participants with similar ACT scores who enrolled as
freshmen at the same university during the same semesters. SSS participants had
116
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a six-year graduation rate of 53.9%, while non-SSS participants with comparable
ACT scores had a six-year graduation rate of 47.9% (Office of Budget and
Planning, October 2004). The overall graduation rate for SSS study participants
was 60.5%, including those who finished outside the 6-year time constraints of
the study; this rate is higher than the 56% of the freshmen who entered the
University during the same years and were graduated during the same time period
(Office of Budget and Planning, October 2004).
•

The demographic data for the SSS students showed that the mean age was 18.50
years. The majority of the students was female (n = 109 or 71.7%), and the
majority of them was white (n = 86 or 58.1%). The composite ACT mean was
19.87. The ACT English mean was 19.97; ACT reading mean was 20.09; and,
the ACT math mean was 19.36. The high school academic GPA mean was 3.00.
The largest group of SSS students in the study was from East Baton Rouge parish
(n = 31 or 21.8%). The majority of students (n = 96 or 63.6%) in the program
lived on campus during their freshman year. Twenty-one percent (21.1%) of the
students enrolled in the General College as their first college of enrollment, and
nine (9) students (the largest group) were graduated with a degree in General
Studies. The mean number of hours attempted and earned by SSS students was
11.6 hours per semester. Students entered both this research extensive university
and SSS with high school class rankings that ranged from 1 to 215. There was
one valedictorian and two salutatorians who entered the program as freshmen
during the years under investigation.
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•

The second research question reported the level of participation in the services
provided (e.g.: tutoring, study skills, counseling, etc.) by the Student Support
Services (SSS) program at a research extensive university in the South among
first-time entering freshmen who enrolled in the SSS program during the 1996
and 1997 fall semesters. Records indicated that there were four basic services
(tutoring, counseling, peer mentoring, and study skills class) provided to SSS
participants during the period under investigation. On average, each student in
the study participated in approximately 12 hours of tutoring per semester. The
average number of counseling hours per student and per semester was 48.32
hours. The majority of students (n = 121 or 80%) had at least one contact with
their peer mentor during their first semester. These students had a mean level of
student involvement in peer mentoring of 11.6 contacts during the first semester.
Eighty-seven (57.2%) students in the study participated in the Study Skills
classes.

•

The third research question examined the impact of the level of participation in
selected SSS program services among fall semester 1996 and 1997 first time
entering freshmen on academic success as measured by both semester and
cumulative grade-point averages at the end of each semester of their enrollment in
the University when the factor of standardized test scores, as measured by
composite ACT score, was controlled. As a result of the lack of data during the
fifth and sixth years, minimal student participation in SSS services during their
third through sixth years, inadequate number of subjects after the second year, and
feedback regarding the goals of the program services provided by Ms. Debbie
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Hollier, the Director of the LSU Student Support Services Program (personal
communication, February 22, 2005), a decision was made to examine the students
GPAs for their first semester, first year (cumulative), and second year
(cumulative). In each of the regression analysis, the hours earned and high school
academic grade point averages had a significant impact on the grade point
averages (GPAs) of students included in the study. Potential interpretations of the
outcomes from the regression analysis identified by the researcher include: The
positive impact of number of credit hours earned during their first and second
years of enrollment on the second year grade point averages of students could be a
result of the fact that students who received failing grades in one or more courses
would have both earned fewer hours and achieved lower grade point averages.
However, since receiving grades of “D” in courses would have tended to create a
negative association between hours earned and grade point average, it would seem
logical to conclude that students who earned more hours also tended to perform
better in courses that they completed. This outcome could potentially be
connected with the advisement and other services received and/or needed by these
students. This interpretation is strengthened by the significant positive impact of
high school academic grade point average on the participants’ first year grade
point averages. For example, students who received a better level of preparation
in high school (as indicated by a higher high school academic grade point
average) were better prepared for their first year in college. This could reasonably
be interpreted to mean that they were better prepared to be successful in their
courses without additional help, and/or that they were better prepared with the
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information regarding how to determine when they needed assistance and how to
seek the help they needed. However, the declining influence of high school
academic GPA is likely due to the length of separation from high school. Further
support is provided for the connection of grades with academic advisement by the
negative impact of the numbers of hours carried on students’ second year
cumulative grade point average. If students were not carefully advised regarding
courses to schedule, they may have enrolled in courses for which they did not
have the background and preparation to be successful or in courses that they later
learned would not apply to their anticipated degree program. Either of these
situations could have a dramatic impact on the academic performance of students
especially in light of the fact that during their first two years of enrollment, they
would have been integrating into the university (Tinto, 1997). The potential also
exists that the negative impact of the number of credit hours carried is connected
with the student’s ability to be successful in the heavier course loads while
adjusting to life as a college student and adjusting to increasing adult life
experiences (such as family, job, etc.).
•

The fourth research question examined the impact of the level of participation in
selected SSS program services among fall semester 1996 and 1997 first-time,
entering freshmen on student retention. Retention is defined as whether or not the
student was enrolled on the 14th day of each semester of the six year period from
the date of his/her first enrollment in the University. For the purpose of the study,
students who were graduated prior to the end of the six-year period were counted
as retained and the academic factor of standardized test scores, as measured by
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composite ACT score, was controlled. The first semester meeting the minimum
size requirement of 20 observations per group for logistic regression analysis, as
described by Hair, Anderson, Tatham, and Black (1998), was the first semester of
the students’ third year of enrollment (the fifth semester). Also, student
participation in the SSS services was low during the fourth, fifth, and six years of
enrollment at this research extensive university in the South. As a result of these
limitations, a decision was made by the researcher to conduct the logistic
regression analysis for the fifth, sixth, and seventh semesters. These semesters
met the sample size requirements and were judged to have adequate
measurements to detect any influence of the SSS program services that were
present. Potential interpretations of the outcomes from the initial logistic
regression analysis on retention identified by the researcher include: Since the
initial logistic regression analysis was not feasible with the current data until the
fifth semester of enrollment, the connection between the total number of hours
earned and retention in school is not surprising. Students who have been
successful in completing more credit hours have become more vested in their
completion of a college degree and have logically become more integrated into
the university community. Both of these factors have been shown to be related to
retention of students in educational programs. The length of separation from the
high school program may explain the negative association between the high
school academic grade point average and retention in the fifth semester.
Additionally, the possibility exists that students who had higher high school
academic grade point averages were initially better prepared to be successful in
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their university courses. This could have potentially led to overconfidence on
the part of these students to the extent that when they encountered courses for
which they were less well prepared (perhaps in their sophomore year) they
became frustrated and chose not to return to school after the difficulties during
their second year of college. The positive impact of participation in the SSS
Study Skills course on retention is a very logical outcome since students who
completed the course and gained increased knowledge and skill consequently had
greater success in their advanced courses which in turn encouraged them to
remain enrolled in school.
•

The fifth research question examined the impact of the level of participation in
selected SSS program services among fall semester 1996 and 1997 first time
entering freshmen on academic success as measured by degree completion
(defined as whether or not the student was graduated with a baccalaureate degree
within a period of six years) when the academic factor of standardized test scores,
as measured by composite ACT score, was controlled. When the SSS program
services variables were entered into the model, the students’ level of participation
in the peer mentoring program and Study Skills course during their fist semester,
as well as their cumulative participation in tutoring and counseling services, were
not found to be significant contributors to the model. However, two factors,
cumulative hours earned (Wald = 12.257, p<.001) and cumulative hours carried
(Wald 4.332, p = .037) were found to contribute significantly to student
completion of a baccalaureate degree within the six-year time period under study.
The researcher provides interpretations of the results of the analysis for student
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graduation within the six-year time frame. The researcher’s interpretations are
as follows: (1) Hours earned had a positive affect on student graduation within the
six-year time frame because students who successfully earned credit hours felt
positive about their college experiences and continued to work towards
completion of a degree program. Also, students who earned hours successfully
returned each semester because they had become invested in the university and
the completion of a degree program. (2) Students who carried a greater number of
hours each semester and did not earn credit for those hours became discouraged
and/or lost focus and were therefore unable to finish within the six-year time
frame.
Conclusions, Implications, and Recommendations
Based on the findings of this study, the following conclusions, implications, and
recommendations were developed:
•

The factors that had the greatest impact on the academic performance of SSS
students were the number of credit hours earned, the high school academic GPA,
and number of credit hours carried. This conclusion is based on the following
findings of the study: (a) Number of credit hours earned entered each of the
regression analyses that examined student GPA as statistically significant
explanatory factors with percentages of variance explained of 20, 42, and 40
respectively for the models which regressed first semester GPA, first year
cumulative GPA, and second year cumulative GPA on the specified independent
variable measures. (b) High school academic GPA also entered each of these
three models as statistically significant factors with percentages of variance

124
explained of 11, 6 and 6. (c) The number of credit hours carried entered each of
the models examined as significant factors with percentages of variance explained
of 8, 5, and 11. These findings support the results of a national study by the U. S.
Department of Education National Center for Educational Statistics (2001) which
indicates that student grade point averages while in high school strongly impact
college GPAs. Also, Gaither (2003) examined GPA as a predictor of first
semester academic success and found that there is a relationship between high
school GPA and college GPA. Results of this study support Gaither’s findings.
Based on this conclusion and these findings, the researcher recommends that
administrators and counselors of the SSS program carefully examine the high
school academic GPA’s of students enrolled in the program to assist in identifying
students that are at greater risk of unsatisfactory academic performance. In
addition, the researcher recommends that the SSS staff carefully monitor the
course loads of students in the SSS program with greater emphasis placed on
assisting students with the selection of optimum hours of enrollment. Since the
number of hours carried negatively impacted academic success (as measured by
GPA) while the number of hours earned positively impacted academic success,
care should be taken in the advising process to ensure that students are enrolled in
only courses for which they have the requisite background needed for success.
Finally, the researcher recommends that further research be conducted to more
thoroughly examine the relationship between these measures and academic
performance. While these findings are consistent with previous research
regarding the nature of the association with high school academic measures, the
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connection between hours earned and carried and academic performance has
little basis in the research literature. Potential areas of implication for this
research include changes in definitions of full-time study and establishment of
course load guidelines for participation in the SSS program.
•

Student involvement in the study skills services provided by SSS has a positive
impact on student retention. This conclusion is based on the findings of the study
which indicate that participation in the Study Skills course (Wald = 3.792, p =
.05) was found to make a statistically significant contribution to the regression
model examining the retention of students in their fifth semester of enrollment.
Tinto (1987) described the necessity of student integration into the university as
the result of participation in both the social and academic systems of the
institution. Study skills is a formal (academic) service which provides students
with an opportunity to receive training that should positively impact academic
performance. This course is used by the SSS staff to assist students with learning
how to outline notes, manage time, etc. The freshmen Study Skills course
provides students with academic skills that promote their continuation or
academic integration in postsecondary education programs. These findings
support Sedlacek’s (1987) assertion that the success of at-risk students in
postsecondary degree programs is influenced by the availability of academic
support, as well as the development of a broad knowledge base from which to
draw. As a result of this conclusion and based on these findings, the researcher
recommends that the Study Skills course be included as a requirement of enrolling
in the SSS program, and to the extent possible, it should be completed during the
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first semester. To accomplish this recommendation, additional sections of the
course could be offered in a wider range of time periods to accommodate the
enrollment of students during their first semester.
•

The factors that most impacted student graduation were the mean number of
credit hours earned and the mean number of credit hours carried in the program.
This conclusion is based on the findings of the study that indicate a statistically
significant contribution of the number of credit hours carried (Wald = 4.332, p =
.04) and the number of credit hours earned (Wald = 12.257, p < .001). Based on
this conclusion and findings, the researcher recommends SSS staff work closely
with participants to develop a degree plan which includes an outline of the
courses (hours carried) for which each student will enroll each semester. This
individual plan of courses to be taken each semester will provide students with a
guide that can serve to direct their academic activities in higher education; thus, it
will assist with keeping the students “on track” as they work to complete degree
programs. Students will be less likely to encounter semesters when they have low
hours earned because they did not know what to schedule or how to schedule. In
adddition, they will be less likely to experience semesters when they are enrolled
in excessive credit hours that are unrelated to their degree plans. A long-term
course schedule could facilitate the movement of students more quickly toward
degree completion. This, in turn, would assist with raising the institution’s sixyear graduation rate.

•

Most students do not make effective use of the services provided by the SSS
program. This conclusion is based on the following findings of the study: (a)
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Twenty of the study participants did not use the tutoring services of the program
during their first year, 108 did not use the tutoring services during their second
year of enrollment, and 143 (out of 152) did not use the tutoring services of the
program during their third year. Additionally, many of the students who utilized
the services used them for only a small number of sessions. (b) Almost half
(42.8%) of the participants did not register for the Study Skills course offered by
the SSS program staff. Tinto (1987) stressed the importance of universities
providing students with opportunities for both academic and social involvement.
Carreathers, Beekmann, Coatie, and Nelson (1996) composed a list of strategies
that can be incorporated to develop an effective retention model. Although the
SSS Program provides students with opportunities for involvement, students are
not required to get involved. Carreathers, et. al. (1996) suggested that students
need to get involved with program services and activities to maximize their
likelihood of continued success in higher education. Based on this conclusion and
these findings, the researcher recommends that the SSS program establish
selected activities which are required of all enrollees. One example could include
the establishment of an advising “Flag” placed on the registration file of SSS
program participants that must be cleared by the SSS staff after the students have
received an academic advising session. The researcher, also, recommends that the
SSS staff more actively promote the services offered by the SSS program,
especially the Study Skills course. This activity had a significant impact on the
fifth semester retention of students. The researcher recommends that additional
research be conducted to identify specific needs of students in their third and
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subsequent years which could be provided by the SSS program. For example,
SSS program staff could develop workshops designed to prepare junior and senior
students to further their education and/or enter the workforce if these specific
needs were identified by program participants. The researcher recommends
further research to determine why students lack involvement in the SSS program
as upper-class students.
•

Students use the services offered by SSS chiefly during their first four semesters
of enrollment at this research extensive university. This conclusion supports one
of the goals of the SSS program, which is to assist entering students with the
adjustment to postsecondary education by providing them with services that
encourage their continued success and enrollment in higher education. At least
sixty-six percent of the Student Support Services (SSS) students come from what
is considered disadvantaged backgrounds. Christoffel (1986) stated that
disadvantaged backgrounds limit students’ readiness for school activities in both
quantitative and qualitative ways. The extent of entering freshmen’s involvement
during their first four semesters in the SSS program activities, especially in the
counseling services, indicates a need for program services for both freshmen and
sophomore students, and it supports Christoffel’s (1986) findings that at-risk
students, like those in the SSS program, are not quite ready for postsecondary
education. Additional research could be done to determine what additional
programs should be offered by the university to increase the success of entering
undergraduate students who come from both economically and educationally
disadvantaged backgrounds. Research could be conducted to identify the needs of
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students after the completion of their second year of study. Results could
provide SSS staff with needed information to design programs for junior and
senior level SSS students. SSS students could be surveyed with an Exit Survey
that provides them with opportunities to express how the program has or has not
impacted their academic success. This student survey could serve as a systematic,
annual evaluation of the impact of program services. Also, the question remains
as to what is being done at the secondary level to prepare students to successfully
enroll in and complete postsecondary education programs.
•

Overall, SSS students maintained a minimal level of full-time enrollment at the
university. One possible explanation of this is that students averaged felt
compelled to maintain a minimum 12 credit hours per semester load during their
enrollment in order to maintain full-time status so that they would remain eligible
for any scholarship and grant funding they were receiving to assist with their
educational expenses. McNairy (1996) highlighted financial aid as a difficult
area given the students’ unfamiliarity with financial aid applications, erroneous
assumptions made by financial aid staff, and family emergencies that may affect
the financial status of the student. Sixty-six percent of SSS participants are from
low-income families which would exacerbate the problems of meeting the cots of
higher education without financial aid. SSS staff have an “open door” policy to
encourage student success in postsecondary education; however, research should
be conducted to determine the role that could be undertaken by SSS staff
members to facilitate the acquisition of available and needed financial assistance.
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•

The services offered by the SSS program were very important to some of the
participants, because the support provided allowed students a “safe place” on
campus. Although freshmen and sophomore students predominately used SSS
services, some junior and senior students used the counseling and tutoring
services provided by the program. The researcher concludes that those students
were comfortable and aware of a support system provided by the SSS program
which could be used when needed throughout the postsecondary education
process. Research should be done to determine the “types” of students who used
program services as juniors and seniors and if program staff encouraged their
continued involvement in program activities.
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APPENDIX A
STUDENT SUPPORT SERVICES (SSS) AT A RESEARCH EXTENSIVE
UNIVERSITY IN THE SOUTH (BROCHURE)
SSS is a comprehensive, federally funded TRIO program that offers assistance to
a small, select number of undergraduate students. SSS provides assistance at every stage
of undergraduate education, whether the student is deciding what to take in his/her first
semester or wandering how to prepare for that first job interview. SSS provides intensive
academic, personal, and career counseling to help students reach their goals. SSS staff
will do all that can be done to assist students in achieving success at the University.
Students who make a commitment to participate fully in their educational process will
find great benefits in SSS.
The goals of SSS are:
•

to provide academic services that students need to be successful,

•

to help students adjust to college life and feel at home at the University,

•

to assure that students remain in good academic standing. and

•

to assist students in achieving their goal of graduation.
Some benefits of participating in SSS include:

•

A SSS study-skills class,

•

peer tutoring in any subject at no cost to the student,

•

Academic and personal counseling with staff members who know you and want
you to succeed,

•

Information about application/admission to graduate programs,

•

Priority class registration,
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•

Assistance applying for and receiving financial aid,

•

Assistance with making career decisions, including paying for various career
tests,

•

A six station computer lab solely for SSS students,

•

Workshops on a variety of topics,

•

Tickets to cultural events on campus and around town,

•

Opportunities to get involved in the social life of the University, including
tailgating,

•

A luncheon at graduation,

•

A home here a the University, and

•

Much, much, more.

Eligibility
Students are eligible for participation in the SSS program if they have an ACT
composite score of 23 or less AND meet at least one of the following criteria:
•

First-generation college student (neither parent graduated from a four-year
college),

•

Family’s taxable income does not exceed levels set by federal government,

•

Student has a disability and is registered with the University Office of Disability
Services.

Program Requirements
All SSS participants are expected to:
•

Meet with their SSS counselor regularly (at least three times per semester) to
discuss academic progress,
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•

Attend weekly tutoring sessions if enrolled in math or foreign language classes,
and

•

Take UC 0006 (College Study Skills) during their first semester.

Class
College Study Skills (UC 0006) is a two-hour course open only to students in Student
Support Services. It is required of all freshmen participants during their first semester in
SSS. The course covers time management, note-taking, test preparation, and other
related topics. It has been described by a former student as “the course that taught me
HOW to succeed in all my other courses at the University.”
Tutoring Program
The purpose of the tutoring program is to assist Student Support Services students
in overcoming deficiencies in their course work. We are here to help the students gain
self-confidence and belief in themselves so that they can achieve their goals without
assistance.
SSS Peer Tutors are enrolled at the University as students and have an overall
GPA of 3.0 and have made an A or B (at the University) in the courses they tutor. They
are paid by SSS to provide free tutoring to any SSS participant.
•

Tutor Sign-up,

•

Tutor Report,

•

Tutor Evaluation,

•

Information for Peer Tutors,

•

Student Report, and

•

Tutor Training.
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Counseling
The SSS counselor provides personalized assistance and academic support in a
relaxed atmosphere. General counseling and guidance on personal, career, and academic
concerns focused on your individual situation is always the primary focus.
Individualized services:
•

Adjustment/transition assistance

•

Educational planning/academic advising

•

Personal consultation/support

•

Campus and community referral

•

Career advising/employment preparation,

•

Graduate study information, and

•

Advocacy
Personalized service is offered at all times. The counselor will listen, help you

discover answers to your questions, treat you with courtesy and respect, and address your
needs in a timely manner. Each SSS student is regarded as an individual and services are
provided accordingly. Many students find that the personal support and tutoring
opportunities are the most beneficial services SSS offers.
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STUDY APPROVAL (INSTITUTIONAL REVIEW BOARD)
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